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ABSTRACT
The purpose of this study was to identify and explore the
relationships among school climate, teacher satisfaction, and
professional growth and development attitudes as perceived by high
school teachers.

The study also provided school, climate, teacher

satisfaction, and teacher professional growth and development attitude
proflies.
The NASSP School Climate Survey was used to measure the
schools’ climate profiles.

The NASS? Teacher Satisfaction Survey was

used to measure the affective perceptions of secondary teachers of their
work environments.

The Teacher Professional Growth and Development

Attitude Scale was used to measure teachers’ professional growth and
development attitudes.
One hundred seventy-three teachers in four high schools
participated in the study.
The climate profiles of the four schools were generally typical
with subscale rankings falling within the nationally normed average
range.

The satisfaction, profiles of the four schools were generally

typical with subscale rankings falling within the nationally normed
average range.

Teachers in the four schools exhibited strong patterns

of agreement about and affect toward professional growth and
development.

x ij.

There vas an overall significant' positive correlation (p<.001)
between climate and satisfaction.

Several relationships among the ten

subscales of climate and the nine subscales of satisfaction were, also
revealed.
There was an overall significant positive correlation (p<.001)
between climate and growth.

There were several significant

relationships revealed among the ten climate variables and the nine
growth variables.
There was an overall significant positive correlation (pc.OOl)
between satisfaction and growth.

There were several significant

relationships revealed among the nine satisfaction variables and the
n ine gr owt h va r ia b1e s .
This study suggested that: growth is related to climate and
satisfaction.

While it is not clear from the data precisely bow to get

one from the other, the general relationship is clear and consistent.

x.i 1i

CHAPTER ]
INTRODUCTION

In the last two decades American public schools have encountered
perplexing problems.

Divoky (1979) reported that an enrollment decline

of one half million students prior to 1972 had resulted in dramatic
changes in the New York City public schools.

Compounding the problem,

a decline in enrollment of five million students was expected in the
next decade.

Sweeney (1983) described the effects of enrollment

declines in several California districts.

The declines resulted in

reduced funding, lost services, c1osed bui1dings, re1ease of vounger
teachers, transfers of older teachers, increased workloads, increased
financial problems, and increased community conflict:.

Concurrently,

external 'social forces had contributed to the dramatic expansion of the
teacher's role,

Among these external,social forces were state-wide

assessment; annual reports; competency testing; current needs curricula
such as sex education, AIDS, and child abuse; drugs and alcohol; and
the demand for accountability.

Rogus and Martin ( 1979) dc scribed these

external, forces as "other directed ness expansion" which made teachers
feel over-burdened and ineffective (p. 83).

The combined effect of

these and other environmental factors had a dramatic
teaching profession.

impact on the

Teachers became increasingly dissatisfied with

their profession and many of the outstanding older •teachers have left

I
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the profession or have indicated a desire to leave the profession.

At

the same time there has also been a decline in the numbers of teachers
entering the profession (National Education Association •[NEAl 1.987).
The National Education Association (NEA) has conducted research
on the status of American public schools every five years from 1961
through 1986.

In the most recent study, questionnaires were sent to

1,998 teachers with a return of 1,505 or 72.A percent.

Data were

analyzed with reference to sex, age, race, school .Level, geographical
region, and size of school district (NEA 1987).

The data revealed that

the median experience level of teachers had increased from eleven years
in 1961 to fifteen years in 1986.

The increase for males was from 7.1

years .in 1.961 to 17 years in 1986 while the medians for females have
remained about the same, 14.0 and 14.2, respectively (NEA 1987, p. 15).
There had also been a decline in the percentage of teacher? entering
the profession from 8.0 percent in 1961 to 3.1 percent in 1986.

When

polled about their willingness to enter the teaching profession again,
those responding that they "certainly would" declined from a peak of
52.6 percent in 1966 to a low of 21.8 percent in 1981.

In 1986,

22.7 percent responded that they "certainly would" enter ‘lie profession
again.

Male responses to the "willingness to teach again" question

declined from 35.2 percent in 1961 to 18 percent in 1986 with a low of
16 percent in 1981.

Female responses declined from 56.6 percent in 1961

to 24.9 percent in 1986.

Elementary teacher responses were 56.6

percent in 1961 and 24.9 percent in 1936.

Secondary teacher responses

were 4Q percent and 18 percent, respectively.

The "willingness to

teach again" of teachers under age thirty declined from 49.2 percent
in 1966 to 28.5 percent in 1986.

Teachers aged thirty to thirty-nine
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responded at 50.9 percent in 1966 and 18.8 percent in 1986.

Those aged

fortv to forty-nine were at 68.9 percent and 22.6 percent, respectively.
Finally, those over fifty expressing a "willingness to teach again"
declined from 60.2 percent in 1966 to 27.3 percent in 1986 (p. 60).
In response to questions about hindrances to teaching, teachers in 1976,
1981, and 1986 studies reported that discipline, negative attitudes of
children, and poor administration were the strongest hindrances followed
by lack of resources and Lack of funds.

Those characteristics which

helped teaching were the interest in children and interest in teaching
in all three test years.

In 1981 attitudes and support from parents

and pupils was perceived as a help while in 1976 and 1986 this same
category was revealed as a hindrance (p. 61).
Data on the professional development of teachers had been
collected by the. NEA surveys since 1971.

Generally, there had -been a

decline in the numbers of teachers seeking academic credits.

There had

been a decline in the category "percentage of professional development
credits earned during the. last three years" from 60.7 percent in 1971
to 53.1 percent in 1986. - The category "recency of highest degree of
five years or jess" was 61.2 percent in 1961 and 19.6 percent in 1986.
Those receiving degrees in the category "six to ten years" staved about
the same, 19.1 percent and 20.7 percent, respectively.

The most

dramatic change occurred in those in the category "had the most recent
degree eleven to twenty years ago" which rose from 17.9 percent in 1963
to 60.2 percent in 1986.

The percentage of those receiving degrees

over twenty years ago Increased from 16.8 in 1.961 to 19,1 in 1986
(NEA 1987, p. 16).

There had been a decline in secondary teacher-,

earning college credit during the last five year's from 63.8 percent in

u
1971 to 54.I percent in 1986.

The elementary percentages wore at 58

percent and 53.1 percent, respectively.

Teachers under age thirty

earn log college credits In the last five years remained approximately
the same at 64.4 percent in 1961 and 64 percent in 1986.

Teachers in

the age bracket of thirty to thirty-nine showed a decrease from 66.1
to 58 percent earning college credits in the last five years.

Those in

the forty to forty-nine age bracket declined from 62.2 percent in 1971
to 52.1 percent in 1986.

The data, on the other hand, revealed an

increased participation in workshops during the school year from 58.6
percent in 1976 to 72.7 percent in 1986.

Participation on curriculum

committees, however, declined from 40.8 percent in 1971 to 30.5 percent
in 1986.

Participation on other committees also declined from 35.3

percent in 1971 to 33,9 percent; in )986 (NEA 1987. p. 49).
Several o f the second wave of reform studies, sine
of A Nation at Risk in 1983, focused a concern on the teacher and the
changes necessary in teacher preparation, the organization and roles of
school personnel, professionalism, salaries, and certification
(Darling-Hammond 1984; Devaney 1987a; NEA/NASSP 1986).

There was a

perception conveyed by these reports that little would be gained by
raising standards for entry into the profession unless teaching became
a more attractive career.

"The conditions under which teachers work

are .increasingly intolerable to people who qualify for upper echelon
jobs . . . the people who must be attracted to the teaching profession"
(Ambrosia and Haley 1988, p. 33).
Darling-Hammond (1984) recognized that salary was important but
that other factors were more essential in retaining good teachers.
emphasized the degree of professionalization allowed in the work

She

structure as crucial.

She included rigorous entry requirements,

supervised induction, autonomous performance, and peer—defined standards
of practice as essentials.

She urged a restructuring of the teaching

profession to prevent the loss of good teachers and to encourage the
entry of qualified new teachers.
A joint effort by the National Education Association (NEA) and
the National Association of Secondary School Principals (NASS?)
suggested several factors which contributed to effective schools.
*
Among these factors was the recognition that, reform could occur only at
individual school sites with cooperative efforts between principals and
teachers.

A high degree of professionalism and encouragement of

professional improvement of teachers was also cited as important factors
in achieving effectiveness (NEA/NASSP 19861.
Maeroff (1988b) described three factors necessary for teacher
empowerment, his term for professionalization.

These were raising the

self-esteem of teachers by boosting the status of the profession,
making teachers more knowledgeable with a firm pedagogical base, and
providing teachers with access to decision making (pp. .52-53).
Devaney (1987b) of the Carnegie Forum reported that a need
existed to encourage professionalism on the part: of all teachers in a
school by engendering collegial interaction, self reviewing, and self
growth.

Devaney contended that increased professionalism could result

from.improvement of the work, culture.

She found support for tier

contentions in a study of teacher satisfaction of San Francisco Bay
teachers conducted by Stanford University.

It was reported that the

"central career concern for teachers Is professional development and
promotion" (cited in Devaney 1987b, p. 9).
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Eisner (1985) noLed:
The need t.o get something out of what one does aside trom
student achievement is very great for most of us. The school
should provide the conditions where such needs can be met.
Unless the school can provide the necessary life space for the
teacher's growth, the existence of optimal conditions for
educational growth is not assured (p. 190).
Eisner (1985) described how the professional life style of the
teacher was significantly shaped by the characteristics of the school,
environment.

He felt that the school must have a growth environment

for the teacher if it is to be a growth environment for the students,
and that often educational planning ignored the effect the school had
on the teacher who worked there year after year.

As Eisner stated,

"Neglecting the needs of professional staffs is one of the surest ways
of decreasing the quality of education service to the students"
(p. 373).

He reported that teachers adapted to unchanging environments

with routine repertoires, stock responses, no sense of challenge or
innovation, lack of motivation, and even alientation (p. 373).
Opportunities for professional advancement have declined as
have chances for professional growth.

These circumstances have

contributed to one of the major problems confronting the schools today,
the issue of how to maintain quality education with an aging staff
(Sweeney 1983).

The public desire for accountability exacerbates the

situation.
Increasingly, public education has been faced with the demand
for accountability which requires more effective use of people,
material, and monetary resources.

To accomplish this it has been

considered essential, to provide an organizational environment conducive
to growth (01mstead 1972; Vest 1986).

01 mstoad (1972) and Vest (1986)
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suggested the importance of time for reflection, experimentation,
adequate planning, and consultation and sharing with colleagues.
Continual updating of skills and knowledge were also considered
paramount.

Finally, provision of professional development programs to

teachers was seen as necessary to ensure that teachers were able to
provide quality programs to students.
Teachers function as members of the school organization.

In

that capacity they influence and are. influenced by the climate of that
organization.

Such areas of organizational impact as growth

opportunities, socialization, performance expectations, procedural
indoctrination, leadership behavior, and others may influence the
perceptions, attitudes, and behavior of teachers within that
organization.

A conflict may exist between, teachers' efforts to meet

their own individual, needs for professional improvement and growth and
the organizational goals and expectations of the school.

This, may be

reflected in teacher satisfaction or dissatisfaction with the job and
with the profession.

Purpose of the Study
In the present study the writer identified and explored the
relationships among school climate, teacher satisfaction, and attitudes
toward professional growth and development as perceived by high school
teachers.

For the sample employed, the relationships among the ten

subscales of school climate as measured by the NASSP School Climate
Survey, the nine subscales of teacher satisfaction as measured by the
MASS? Teacher Satisfaction Survey, and the nine subscales of
professional growth and development attitudes (appendix C) as measured
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by the Teacher Professional Growth and Development Attitude Scale were
examined.
Related purposes included (1) the determination of relative
rankings of the subscales of the NASSP School Climate Survey; (2) the
determination of relative rankings of the subscales of the NASSP Teacher
S'~-is fact ion Survey; (3) the determination of relative rankings of the
subse Les of the Teacher Professional Growth and ^Development Attitude
Scale: and. (A) the development of profiles and the discernment of
patterns of climate, satisfaction, and professional growth and
development attitudes.

Relationships, rankings, profiles, patterns,

and differences were identified and discussed.

N eed_ fo r _the S tud y
In a review of the literature of organizational climate it was
found that most of the research was focused in elementary schools
(Anderson 1982).

This researcher also found a preponderance of

elementary school climate studies in a review of the literature.

More

recently climate research in the high schools has increased.
The majority of the studies reviewed by Anderson (1982) used
the Organizational Climate Description Questionnaire developed by 'Ha.1pin
(1966) a

a measurement of organizational climate in elementary schools.

The instrument measured interpersonal relationships between teachers
and the principal..

This instrument along with other climate instruments

examined such as the CFK Ltd. School Climate Profile (Fox et: al. I9?i)
contained a mixture of affective (evaluative) and perceptual
(descriptive) responses.

In these instruments measures of satisfaction

were not distinguished from measures of climate.

The NASSP School
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Climate Survey, on the other hand, was developed specifically to measure
ten subscales of climate in secondary schools.

It measured shared

perceptions of what most people believe about a school's climate and
contained no affective evaluative responses.

A separate survey, the

NASSP Teacher Satisfaction Survey, was developed to measure personal
affective responses of the teacher to the school organization.

More

specific information related to climate and to teacher satisfaction in
secondary schools could be gained by using the NASSP instruments
(Halderson, Kelley, and Keefe 1987).
A review of the literature indicated limited information
concerning professional growth and development attitudes of: high school
teachers.

Two studies reviewed explored professional growth and

development at the university level (Simerly 1973; Towne 1977).

Both

of these studies used interviews of university faculty members to gain
perceptions about professional growth and development.
A study of professional growth and development attitudes and
school climate conducted by Vest (1986) related specifically to high
school teachers.

The CFK Ltd. School Climate Profile was used to

measure teachers' perceptions of climate in her study.

An instrument

measuring professional growth and development attitudes was developed
by Vest, the Teacher Professional Growth and Development Attitude Scale.
This was the instrument selected for the present study.
A study of the relationships of high school organizational,
climate and teacher satisfaction as measured by the NASSP School Climate
Survey and the NASSP Teacher Satisfaction Survey to professional growth
and development attitudes of high school teachers does not appear to
have been conducted.

This research attempts to explore those
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r e1;1 tion sh .1p s.

De 1 im_itat ions
This study was delimited to:
1.

Four public high schools with student populations of
500-1,200 students grades 10-1.2 located in western
Minnesota and eastern North Dakota.

2.

High school teachers employed in the sample schools.

3.

The perceptions of school, climate of teachers in the
sample schools.

4.

The perceptions of teacher satisfaction of teachers in
the sample schools.

5.

The beliefs and feelings or attitudes of teachers in the
sample schools about their professional growth and
development.

Assumptions
The following assumptions were male in designing this study:
1.

Organizational climate is a measurable variable.

2.

Teacher satisfaction is a measurable variable.

3.

Organizational climate and teacher satisfaction are two
related, but distinct, concepts,

4.

Teacher beliefs and feelings can be measured as attitudes.

5.

Self: reporting is a valid source of information regarding
an ind iv idua 1 's a 11.1tu d es .

Definitions
For this study, the following terms and their definitions are
pertinent:

Organization is the structure of policy procedure, division of
labor and specialization, and authority pattern that describes how a
group of people work to accomplish an institutional mission.

The

organization is usually formal and rational and has a set of prescribed
interactions among its members as well as standardized means of
operation.
Organizatlonal climate refers to the environment of the work
setting in which an individual functions.
Organizational climate perceptions are a descriptive
conceptualization of organizational events and conditions that occur in
the work setting.

They are not evaluative nor affective.

School climate, is the relatively enduring pattern of shared
perceptions about the characteristics of an organization and its members.
Climate in this study is measured by teachers' perceptions of what most
people think about the school.
Satisfaction is the personal affective response of an individual
to a specific situation or condition.
Job satisfaction is a personal evaluation of conditions existing
ori the job or outcomes that arise as a result of having a job.
Attitudes are feelings or beliefs which are conceptualized as
affective subjective responses reflecting .individual evaluations of
events, experiences, or organizations.
Professional growth and development: describes the process of
expanding or updating the technical skills, knowledge, and participation
of an individual in a professional, role.
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Research Questions and Hypotheses
The following research questions will be investigated in the
study:
1.

What are the characteristics of schools as measured by the
NASSP School Climate Survey?

2.

What are the characteristics of schools as measured by the
NASSP Teacher Satisfaction Survey?

3.

What are the characteristics of schools as measured by the
Teacher Professional Growth and Development Attitude Scale?

k.

What relationships exist between teacher perceptions of
school climate as measured by the NASSP School Climate
Survey and teacher job satisfaction as measured by the
NASSP Teacher Satisfaction Survey?

5.

What relationships exist between teacher perceptions of
school climate as measured by the NASSP School Climate
Survey and teacher professional growth and development
attitudes as measured by the Teacher Professional Growth
an d_Development -Attitude Scale?

6.

What relationships exist between teacher perceptions of
teacher satisfaction as measured by the NASSP Teacher
Satisfaction Survey and teacher professional growth and
development attitudes as measured by the Teacher
Professional Growth and Development Attitude Scale?

Research questions one through three were approached using•
descriptions and displays to illumine relative relationships between
subscales.

Research questions four through six were engaged by

employing formal hypotheses.

Hypothesis 1.

Teacher satisfaction and organizational climate

are positively correlated.
Hypothesis 2.

Teacher satisfaction and professional growth

attitudes are positively correlated.
Hypothesis 3.
positively correlated.

Climate and professional growth attitudes are

CHAPTER II
REVIEW OF THE LITERATURE

A review of the .literature of organization theory, structure
and theory of the work place and the individual, and attitude theory
formed the theoretical basis for this study.

The chapter was divided

into sections which reviewed organization theory and structure, the
individual and the work place., job satisfaction, school climate,
attitudes, professional growth and development attitudes, and a summary
and conceptual framework for the study'’

Organization and Theory StructureEarly organizational theorists viewed schools from a structural
standpoint as formal organizations fitting the Weberian model.

These

formal organizations utilized many of the strategies of military,
industrial, and government agencies (Abbott 1955; Scott 1965).

In. the

Weberian model, the classic agent exerting influence was the office or
position (Weber 1969).

Weber viewed bureaucratic authority a« based or.

technical knowledge or training and expected subordinates to legitimize
that authority (Hamilton 1972, p. 24).

Rules were used to promote

order and predictability and to create an atmosphere of impersonalitv
(Li.twak 1961; Spinks 1980).
Schools, too. were viewed as complex systems of organization
which 1;«i become bureaucratized (Atns tine 1971; Corwin 1965a; Etzioni
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1961: F. Katz 1964).

The elements of a bureaucracy included

centralized administration, hierarchical patterns of administration,
standardized work procedures, and specialized professional personnel
(Bidwell 1965; Scott 1966).

In these organizations employees had

little decision-making responsibility and skills were developed through
practice and experience (Corwin 1965b; Helsel and Krchniak 1972).
Efficiency was a dominant goal of the bureaucratic organization
(Hamilton 1972).

The bureaucratic aspect of schools .limited individual

freedom and contributed to individuals reacting in "immature" ways such
as "galdbricking" (Arnstine 1971, p. 16).

Bidwell (1965) felt that,

like bureaucracies, schools had a certain demand for uniformity, yet
the interaction of students and teachers created unpredictable events
which lacked uniformity (Litwak 1961).
Other conceptions of organizational structures have been
explored.

Parsons (1957) described the Social Systems Theory where the

structure of the organization was perceived by the people, and groups
interacting within the organization.

Within this organization was a

system of values which defined patterns and legitimized goals of the
system.

Perrow (1965) proposed that the structure of an organization

be conceptualized on the basis of work (technology) that was done
rather than on the structure or goals and that the effectiveness of
the organization be judged on the technological-structural agreement
(Harkin 1975).

Perrow (1965) in his studies of hospitals noted the

blend of bureaucratic structure and professional aspects.

He felt that

the nature of the tasks performed provided the key to the structure of
the hospital.

He noted rigid stratification systems or hierarchies of
t,

bureaucratic structure which included doctors, medical students. nurses,
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nursing stiidents, and aides, respectively.

This bureaucratic structure

was fused with a professional structure.
Harkin (1975) studied high school English departments and
applied Perrow’s theory of structure.

He found that there was an

interdependence of structure and technology and that the technological
demands of the organization determined the structure of the English
departments.
Perrow (.1970) also described the social—structural view of an
organization.

In this view an organization functioned because of the

interaction of members and was structured by rules of behavior and
expectations of the performance needed.

In this model four

variables— the discretion of subgroups, their power, the basis of
coordination within a group, and the interdependence of groups— described
the interaction levels of members.

Another interaction was that of the

supervisors with the technical people in an organization.

Four models

o f •organizational structure were defined and ranked on degree of
interaction among those variables.

They were the decentralized

organization; the. flexible, polycentralized organization; the formal,
centralized organization; and the flexible, centralized organization
(pp. 80-81).

The activities of members were coordinated and the

authority to make decisions devolved to a particular person.
Communication systems evolved to meet the needs of each type of
structural organization.

Perrow recognized that uncertainty in an

organization required different leadership styles and degrees of .ontrol.
Uncertainty also resulted in different work patterns (pp. 75-85).
Firestone (1980) suggested four alternative forms' of
organizations which were modeled in di.ffe,':,nt types

schools: the sect
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which was inwrrd.lv oriented and which did not seek new ideas; the
legislature, an open system where very little control existed: the
hospital where professional discretion was assumed; and the anarchy
which had no rules and little communication.

Change occurred

differently in each organisational type thus creating a need for varied
leadership styles and interaction.
Many authors suggested that schools did not fit the

aditional

bureaucratic model, yet persisted in operating as if they did.

Often

schools exhibited little goal consensus nor was there a clear technology
of education (Weick 1978).

Evidence existed that the work, the

technical activity, oi educational organizations lacked close internal
coordination in the areas of tsaacher evaluation, administrator-teacher
contact, teacher-teacher exchange, outcome evaluation, teaching
technology, and detailed instructional pro'.ams (Meyer and Scott 1983).
Although schools possessed bureaucratic features such as centralized
routines, authority structures, and classification and categorizing of
areas, they, at the same time, exhibit

1 loose coupling (Bidwell 1963,

1979; Clark and McKibbin 1982; Frymier 1987; Herriot and Firestone
198A; Raiche 1983; Weick 1976, 1978; Worley 1983).

The teaching

profession was perceived to have a high degree of autonomy in the
classroom (Bidwell 1965; Lortie 1975).

As teachers worked within the

classroom relatively hidden from colleagues and superiors, a
"structural looseness” between parts was evident (Anderson 1974; Bidwell
1965; Hamilton 1972; M.iske.1, McDonald, and Bloom 1983).

One study

revealed that axthough teachers exercised considerable autonomy in
classroom instruction, they seemed w e!1 aware of norms and expectations
and conformed to them.

Furthermore, the loose coupling between
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management and teachers seemed to contribute to rather than interfere
with the functioning of the school (Martin and Wiliower 1.981; Willower
1982).

Loose coupling, however, made control and change difficult

(Herriot and Firestone 1984).

Bidweli (1979) suggested that more

attention to technology and teacher/administrator, teacher/student, and
teacher/teacher relationships was essential to develop an understanding
of an organ! -national concept encompassing loose coupling.
The characteristics of the school were often compared to the
professional, characteristics of hospitals (Bucher and fuelling 1969;
Etzioni 1969; Goode 1966; Greenwood 1957; Parsons 1939).

Hage (1965)

described these professional characteristics as decentralized authority
structures, professional commitment to clients and colleagues, and
subordination of organizational goals.
Several of the earlier organizational theorists, however, found
little in school teaching that resembled the hospital as a professional
model.

These researchers classified reaching as a semi-profession

(Etzioni 1.959; Hall 1966; Ornstein 1981).

The semi-profession

interpretation was based on the perception that schools were highly
bureaucratized and that women dominated the profession (Etzioni 1969;
Hall 1966; Hall 1.969; Lieberman 1956; Simpson 1963).

Moore (1970) also

found that teachers did not rank highly on a scale of professionalism.
Colombotos (1.962) conducted a study of professionalism amon545 secondary teachers.

He found, contrary to'his original hypothesis,

that women were more professionally oriented than men.

He also found

that climate had an influence on shaping the professional orientations
o.S teachers.

In addition, he found a strong relationship between job

effectiveness and professional ism.
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Vollmer (1966) described the significant characteristics of
professions which were different from those of bureaucracies.

These

included emphasis on uniqueness of clients tind skills ol nersonnei, and
diffuse and alternative roles, as well as division of labor (Pugh et ai.
1969).

Other professional characteristics noted were employees involved

in decision making, responsibility to colleagues and clients rather
than to the organization, and an emphasis on theoretical knowledge
rather than on tradition and skill (Corwin J.965b; Heisel. and Krchniak
1972).

Personal goal orientation and resistance to authority were also

cited (Huge 1965).

Contrasted to bureaucratic organizations, the

professional organization became an enforcer of codes of ethics, of
standards of conduct, of norms (Hall 1968), and of licensure and
admittance to the profession (Barber 1963; Bobo >979; Hall 1969; Moore
1970; Norton 1964).

Another component of the professional mode] was

att.itudinal where members possessed a sense of vocation and a sense of
colleague reference groups.
The school resembled the professional organization Ideal type
in terms of division of labor (Etzioni 1959).

In the professional

organization dedication to job was substituted for compensation as
intrinsic rewards prevailed (Greenwood 1972).

Some felt that teaching

possessed this characteristic (Farquhar .1978; Hall 1969).

In addition,

the service provided by teaching was unique and vital and It did have a
service orientation, both professional characteristics (Farquhar 1978),
Teaching did not, however, possess a clearly defined bedv of knowledge:
nor professional control of entry requirements: nor complete autonomy in
spheres of work that were often influenced by parents, community,
principals, and superiors; nor active involvement in decision making in
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areas which concerned their work (Farquhar 1978: Ornstein 1981,/.
ALthough teachers often claimed professional status because they
possessed autonomy in the classroom and discretion within that area,
they were unable to create or control their environment or resources
:n the same way that other professionals did.

Administrators still,

retained the management prerogatives in teaching as well as nursing
(Bucher and Seelling 1969).
Kerr (1979) described six criteria involved in
professionalization, the processes by which an occupation attains and
maintains its professional status: an unstandardized product, a high
degree of personal involvement, a wide knowledge of a specialized
technique, a sense of obligation to one's art, a sense of obligation
to one's colleagues, and provision of a service to society (Gross and
Herriot 1965; Hamilton 1972; Myers 1976).

Colombotos (1963) defined

professionalism as a role orientation based on perceptions of technical
competence, autonomy, and service ideals.

However, while teachers

aspired to professionalization, lay control and increased size and
complexity of school organizations have reinforced the
bureaucratic-employee, image of teaching (He.1 sel ami Krelmink 19 72: Kerr
1.979).

Before teachers can truly become professionals they must

first be allowed to be involved in decisions..supervision, planning,
and other areas affecting instruction (Ambrosia and Haley .1988;
Darling-Hammond 1984; Devaney 1987b; Holmes Group 1986; Macro!f 1988a;
MEA/NA'SSP. 1986; Time for Results 1986; Wise and Dar.1Jng-Hammond
1984-35).

Gardner (1.988) reiterated that "teachers should be treated

like professionals and have professional duties.

By. building the

teachers' sense of themselves as professionals principals build the

21
school as a community" (p. 76),
When professionals were employed in bureaucracies, role conflict
was evident (Corwin 1965b; Etzioni 1969; Lortie 1975).

Many viewed the

professional freedom being demanded by teachers today as incompatible
with the characteristics and demands of bureaucracies (Arnstine 1971;
Darling-Hammond J98A; Williams 1971).

This incompatibility created a

tension as professional autonomy countered organizational control
(Etzioni 1959, 1965; Gouldner 1957-58; Lorti.e 1975).

In addition,

organizations displayed two sometimes opposing needs from the
individual, the need for expertise and the need for loyalty (Gouldner
1957—58).

In a bureaucratic organization the individual had difficulty

maintaining a self-identity and a degree of autonomy which was essential
to the social structure within the organization.

It was suggested that

the degree of autonomy should have increased with higher technical
skills and should have required less discipline and supervision (D. Katz
1964; F. Katz 1964).

Balderson noted that as teachers became more

specialized (Managerial Control 1978), they were less inclined to accept
suggestions and demands from superiors.

Others reported that the

structure influenced greatly what professionals did.

Bureaucracy

produced organizational dysfunction and its goal of general efficiency
actually produced inefficiencies.

Resources were not used well, and

communication and innovation were thwarted.

Unresolved conflicts

increased and prevented assimilation of new technology.

The press to

conform restricted creativity and provided little personal growth and
development for mature individuals (Merton 1969; Vest 1986).
result was often alienation and disenchantment
1987 ).

The

(Eisner 1965; Premier
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Modern bureaucracies have had to make accommodations to help
professionals fit (Barber 1963) and to overcome the dilemmas of formal
organizations (Blau and Scott 1969).

Among these accommodations were

differentiated role structures where professionals were segregated and
allowed to carry out their own roles independently, differentiated
authority structures which allowed a balance between the bureaucratic
need for superior control and the professional need for collegial
control, and differentiated reward structures and opportunities for
professionals to improve themselves and gain greater recognition through
prestige or greater salary (Barber 1°6'3, p. 26).

Others felt that

decentralizing significant decisions maximized participants’ motivation
(Blau and Scott 1969; Frymier 1987).

Bennis (1959) noted that an

increase in technical, goals, expertise, and education of employees
should be met with, increased responsibility and involvement in problem
solving,

Meyer and Rowan (1977) felt that decoupling, where inspection,

evaluation, and control of activities were minimized, added to the
professionalization of the organization.

In addition, coordination,

where interdependence and mutual adjustments were handled informally,
contributed to the professionalization of an organization.

When

decoupling and coordination existed, participants committed themselves
to supporting the organizational myths thereby keeping the organization
running smoothly (Meyer and Rowan 1977).

The Individual and the Workplace
The structure of an organization was perceived as only one
contributor to the overall environment.

The psycho-sociological

framework formed another aspect of the total environment which

interacted with the structural compoiunt and with the external
environment (Cuba 1960; Parsons 1957).

Several theoretical models

existed which attempted to describe organizations as social systems in
which multiple dimensions interacted.
According to the Getzels-Guba model, the school was an open
social system made up of two systems, the organizational or institutional
system and the human system (Owens 1970; Vest 1986).

One dimension

focused on the institution and its role expectations (nomothetic) and
the other focused on the individual and individual need dispositions
(idiograpbic).

Role expectations were described as rights, duties,

privileges, and obligations that delineated what a person should and
should not do under various circumstances as the incumbent of a
particular role in a social system (Getzels, Liphatn, and Campbell )968).
The individual acted within a set of organizational.parameters and was
expected to behave in accordance with organizational goals (Vest 1986).
The dimensions of environment that directed behavior were perceived by
the individual from an internal value system (Dieterly a id Schneider
1972) and could be measured (Halpin and Croft 1962).

Individual need

dispositions influenced the goals the individual attained in a
particular environment and also the way he perceived and understood
that environment (Vest 1986).

As discrepancies between need

disposition and role expectancy diminished, satisfaction increased
(Getzels. Lipham, and Campbell 1968).
Research indicated that people became Less effective members
of an organization when their personal, needs were not met within the
definition of their roles (Argyris 1957; Getzels and Cuba .1.955; Vest
1986).

Further, the personality of the individual worked toward mature

action but the organization was often structured to require immature
behavior (Getzels and Cuba 1955).

Individual frustration and

Institutional ineffectiveness were seen as consequences of unmet needs
within the organizational role (Getzels and Cuba 1954).

Furthermore,

when the behaviors expected of an individual were inconsistent, stress
and dissatisfaction were experienced (Rizzo and Lirtzman 1970; Sparks
1979).

x'.rgyris (1957) felt that most human problems in organizations

arose when people were asked to participate in work situations that made
them feel dependent, coerced, subordinate, and submissive (Stout 1968;
Wutzl 1972).

This created a sense of powerlessness and alienation which

resulted in dissatisfaction (Cherniss 1.980; Edelwich 1980; Georgia
Professional Standards Commission 1980; Kahn 1976; Seeman 1966; Worley
1983).

McGregor (1960), developer of the. Theory X and the Theory Y

models, felt that people deprived of opportunities to satisfy needs
important to them exhibited behaviors such as indolence, passivity,
resistance to change, and lack of responsibility (Solomon 19.61: Witt 1in
1965; Wutzl 1972).

Duke (1984) described bow Sara soil believed that the

malaise felt by many teachers was due in part to "discrepancies between
how professionals are trained and what they expect to do and what they
actually do" (p. 119).
Organizational goals were best: accomplished through
self-actualizing individuals where individual goals and organizational
goals were congruent (Argyris 1959; Doak 1970).
etal.

Research by Williams

(1974) found that in schools exhibiting high organizational

renewal (processes by which schools endeavor to attain their goals)
teachers expressed a high degree of confidence and agreement with
existing structure because they had a voice and influence in shaping
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goals, a self-actualizing motivation.

Ouchi (J981) reported that in

organizations where consensus, decision making, and participative
management existed greater job satisfaction and personal commitment
resulted.

Webb et al. (1987) pointed out that "maximization of human

resources within a school system requires a meaningful integration of
the system's goals and the employee's need dispositions" (p. 163).
They also reported that "when these goals are brought into relatively
close congruence, achievement of goals and personal fulfillment are
more likely to be realized" (p. 163).
Many authors felt that leadership styles reflected either a
nomothetic orientation or an idiographic orientation.

A nomothetic

orientation stressed authority, rules, accomplishment, and
impersonality.

On the other hand, an idiographic orientation stressed

individuality of people, minimum rules and regulations, and highly
individual relationships with subordinates (Moser 1957: Stogdill 1948:
Stout 1968).

The individual's perception of this leadership style

influenced his organizational behavior and satisfaction (Feitler 1972;
Guba and Bidwell 1966; Pugh et al. 1969).

Role stress, the disparity

between role expectation and the experience of that, role, was also
considered to be linked to administrative practices (Kahn et al. 1964;
Maeroff 1988b; Pettegrew and Wolf 1982).
Others have viewed the leadership behavior as more complex than
the. Getzeis-Guba model.

The Contingency Theory recognized that

organizations were open systems composed of subsystems which operated
within an environment of uncertainty.

According to this theory each

subsystem was linked to others through a leadership system which had
to reflect a flexible leadership style at any time or in anv system to
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meet the needs and demands which were surfacing (Fiedler 1964; Hanson
1979; Owens 1970).
Cues gained from school organization can both influence teacher
attitude and provide motivation toward renewal and personal feelings.
Together they foster achievement of individual needs and organizational
goals (Argyr.is L957; Vest 1986) .
The Getzels-Guba model has been expanded by others into a
Socio-technical System Theory which has four interacting dimensions.
These four organizational factors— task, structure, technology, and
people— are highly interactive (Leavitt 1965; Wirth 1982).

This theory

stated that it is essential to organize groups within an organization
who are continuously learning and adapting to the changes and
recommending innovations.

Thorstud of the Oslo Work Research Institute

summarized key features of a socio-technical work environment: adequate
elbow room and a sense that workers are their own bosses, opportunities
for learning on the job, optimal levels of variety, conditions where
workers can get help and respect from fellow workers, a sense of value
of their own work, and a desirable future. (Wirth 1982) .

Some German

and. Japanese industries and other industries, such as Volvo, model
this concept.

Others have suggested that the model be. incorporated into

educational settings (Wirth 1982; .

A joint effort; of the National

Education Association (NEA) and the National Association of Secondary
School Principals (NASS?) has produced a modern model of the school in
which professional autonomy of teachers and managerial authority of the
principal: work in harmony in a decentralized organization (NEA/NASSP
1986) .
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Many theories exist which have attempted to explain motivation
of employees.

Motivation was described as all those inner striving

conditions described as wishes, desires, and drives that activate
individuals and which were driven by needs (Owens 1970).

Behaviors

resulted from attempts to satisfy the needs that motivated an
individual.

Research and theories have contributed to an understanding

of needs that motivate individuals within organizations including
Maslow’s Needs Hierarchy, Porter's Need Hierarchy. McGregor's Theory X
and Theory Y, Herzberg's Two Factor Theory, and Vroom's Expectancy
Theory.
Maslow (1970) suggested that the driving force causing people
to join an organization and stay and work in it involved a hierarchy
of needs.

Physiological needs were at the bottom of the hierarchy and

once, gratified released the organism to higher social needs.

The

second need was safety such as security, stability, and freedom from
fear, anxiety, and chaos; need for structure, order, law. and limits;
and the need for strength in the protector.

Safety need' , according to

Mas low-, became dominant on the social scene whenever real threats to
law and order or authority occurred.

Belonging and love needs were

expressed when the other safety and physiological needs were satisfied.
The esteem needs described by Maslow were a desire for "a stable,
firmly based, Usually high evaluation of themselves, for self-respect,
or self esteem, and for the esteem of others" (p. 45)'.

Other authors

report only the need for esteem of others (Hersey and Blanchard 1982;
Owens 1970, pp. 103-15).

The final level, described was the level of

self-actualization: "What a man can be, he. must be" (Maslow .1970,
p. 46).

Unmet needs were often described as motivators.

An individual
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might be operating at different need levels in different settings such
as the home or at work.

Research supports the concept that teachers

have suffered threats to the last four levels of needs.

Lack of

recognition or reward for intellectual, or professional activities,
violence to person or property, layoffs, budget cutbacks, and loss of
esteem in the public's eyes are cited (Schu.lth.eis 1979).

Trusty and

Sergiovanni (1966) recognized the possibility of need fulfillment being
related to teacher personal and professional growth.

They felt that

to become psychologically mature, higher levels of needs must be met.
Furthermore, the opportunities for professional growth increased as one
moved up the organizational hierarchy and decreased as one moved down.
Etzioni (1961) reported that esteem and prestige symbols were
important to the role of white-collar workers and resulted in higher
commitment to the organization.
and,collegial relationships.

These were associated with more ope

Schneider and Alderfer (1973), however,

reported different results based on their studies of registered nurses,
bank employees, and 522 insurance agencies in which they used various
scales to assess Mas low’s construct.

They reported that: only the

construct of self-actualization showed consistent clarity.

They

concluded that Mas low’s categories were difficult to operation:? lize in
organ iza t:ions.
Porter reformulated Maslow’s hierarchy to fit the workplace
more accurately.

The need levels described by Porter were security

(such as salary), affiliation, self-esteem, autonomy (control of work
situation), and self-actualization.

Research by Porter indicated that

need satisfaction was situational bound and to understand motivation
contingencies of the situation and human needs had to bo assessed.
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He contended that "human behavior is goal-directec! toward filling
unsatisfied needs, an individual's need satisfaction should be related
to his job performance with higher needs more closely linked to job
performance" (Owens 1970, p. 117).
Studies conducted by Sergiovanni found that teachers showed
the highest need deficiencies in esteem.

He also noted large

deficiencies for autonomy and self-actualization.

Teachers in the

twenty-five to thirty-four age range showed the most unmet needs.

He

also determined that older teachers, forty-five and above, had the same
unmet needs as younger teachers yet recognized that there was little
opportunity for professional growth or advancement and had lowered 'their
expectations of need fulfillment (Owens 1970).
Herzberg (1968) developed a two-factor theory of motivation,
those called motivators and those, called maintenance or hygiene factors.
Achievement, recognition, the challenge of the work itself,
responsibility, advancement and promotion, and professional growth were
described as motivators which were associated with job satisfaction.
Salary, fringe benefits, type of supervision, working conditions,
climate of the work group, and attitudes and policies of administration
were the hy •*one or maintenance factors associated with dissatisfaction.
It: had been believed that by eliminating sources' of dissatisfaction
front work, the job would be motivating and satisfying.

Herzberg denied

this belief claiming that the opposite of dissatisfaction was no
satisfaction.

Even though dissatisfiers we're eliminated there might

not be greater motivation or satisfaction: however, elimination of
dissatisfiers did clear the.way for motivators to work (Herzberg 1968;
Owens 1970, pp.

120-23).
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While the Herzberg theory has been attacked as unreliable, it
has also been the basis for considerable research in schools
(Frataccia 1982).

Frataccia found that the hygiene factors of

administration of policies, supervision, and interpersonal relations
could be positively affected by building—level instructional leaders
such as the principal.
Herzberg theory.

Sergicvanni also reported support for the

He found achievement and recognition, the work itself,

responsibility, and the possibility for growth as motivators for
teachers, whereas advancement was not considered a motivator for
teachers (Owens 1970, p. 125; Sergicvanni 1967).
Vroom's Expectancy Theory stated that motivation occurred in
varying intensities based on the expected outcomes (Owens 1970; Vroom
1964).

Lawler and Porter developed a model based on this theory which

stated that effort depended on the value one placed on the expected
reward anc! the likelihood of receiving the reward if the effort was made.
Both intrinsic and extrinsic rewards were important (Owens 1970; Porter
and Lawler 1965).
Miskel, DeFraun, and Wilcox (1980) examined independent
expectancy, work, motivation, life interests, volunteer ism, and selectee
demographic and situational variables on job satisfaction and perceived
performance in educational organizations.

Using an expectancy model

which they developed, they found that expectancy motivation was
significantly related to job satisfaction and minimally related to
performance.

They also reported that parallel findings in different

samples suggested generalizability to other educational, organizations.
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Job SatisfacCion
"Satisfaction is the personal, affective response of an
individual to a specific situation or condition" (Halderson. Kelley,
and Keefe 1987, p. 1).

Job satisfaction was described as a personal

evaluation of conditions existing on the job or outcomes that arose as
a result of having a job.

It was also described as a perception of

internal responses which consisted of processed perceptions filtered
through the individual's system of norms, values, and expectations
(Schneider and Snyder 1975).

Staff satisfaction and morale were

attitudinal variables which reflected positive or negative feelings
about a particular situation or person(s) or self (Gorton 1984).
Carver and Sergiovanni (.1971) described job satisfaction as motivation
in practice.

They felt that, if proper motivational opportunities were

provided, satisfaction resulted and the needs of individuals were
fulfilled.
Correlational studies supported the concept that, teachers with
high morale and satisfaction were likely to get along better with
co-workers, to be more accepting of management directives, to be more
committed to achieving organizational goals, and to be more productive
(Gorton 1984).

On the other hand, dissatisfaction and low morale

resulted in symptoms such as questioning and criticizing school goals
and policies, lack of enthusiasm for teaching, rejection or lack of
follow-through on administrative directives, absenteeism, and
fragmentation (being pulled in several directions) (Gorton 1984).
Teacher dissatisfaction haa xnc-eased according to researchers.
Fuller and Mi eke.1 (1972) in the early 1970s reported that 89 percent of
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the teachers surveyed were satisfied or very satisfied witu their jobs.
B'- the late seventies Bentzen, Williams, and Heckman (1980) reported
that 75 percent were satisfied and that elementary teachers were more
satisf ied than secondary teachers.

An NEA poll (1980) tound .35 percent

dissatisfied with their current jobs.

A predicted result was that of

many teachers leaving the profession or planning to leave the
profession (NEA .1981; Wangberg 1984).

Among the factors of teacher

dissatisfaction reported in the NEA survey (1981) were public attitudes
toward schools, media treatment, student attitudes toward learning,
salary, status of teachers, and negative student behavior.

Researchers

have reported that the two problems lacing secondary teachers in the
1980s were job burnout (a slow loss of .idealism, energy, and purpose
experienced as a result of work conditions) and lack of professional
autonomy or discretion (Sweeney J983).

A survey in Learning magazine

reported that one-quarter of the 1,282 teachers polled intended to
leave teaching.

Many cited job stress as the reason (Duke 1984, p. 17).

"Declining teaching effectiveness can be as much a result of
public criticism as a target for it" (Duke 1984, p. !8).

A recent

Gallup poll of public, attitudes toward the public schools rated
49 percent of teachers in local schools with an A or B.

The public

tended to grade elementary school, teachers higher than high school
teachers.

Twenty-six percent of the nation’s schools received a grade

of A or B and 70 percent received a grade of C,

Local schools were

graded higher than were schools in general (Gallup and Clark 1987).
Because of the reported dissatisfaction with teaching,
researchers are searching for factors which contribute to
dissatisfaction and factors which may contribute to satisfaction.
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Herzberg (1968) felt that satisfaction was derived from meeting "the
unique human characteristic, the ability to achieve and, through
achievement to experience psychological growth" (p. 57).

The stimuli

for growth needs were tasks that induced growth: the work itself,
actual achievements, recognition for achievements, increased
responsibility for performance, opportunity to grow in knowledge and
capabilities, and chance for advancing.
the need for self-actualization.

All of these factors satisfied

Diss.itisfiers were policies and

administration, supervision, working conditions, salary, and benefits
(Horsey and Blanchard 1982).
A strong correlation between employee involvement in decision
making and satisfaction was supported by research.

Bachman and

Tannenbaum (1968) found that the level of satisfaction of clerks
increased commensurate with their degree of control over the. work
situation.

Herzberg (1968) studied 1,685 employees from twelve

different fields, including teaching, and found that increased
responsibility, increased internal cognition, increased growth, and
learning led to a marked increase In positive attitudes toward the job
and were reflected in satisfaction.

Lawler and Hall (1970) surveyed

291 scientists and found that satisfaction was positively related to
the amount: of control the job allowed the holder and the degree to which
it was seen as relevant to the holder’s valued abilities.
Bridges (1967) reported that "studies conducted in educational
settings lend weight to the position that participation does increase
a teacher’s level of satisfaction in teaching, his enthusiasm for the
school where he works, and his positive attitudes toward the principal"
(p. 51).

Balderson (1975) replicated the Bachman study in schools and

found that perceived levels of influence, were reciprocal between
tenders and principals and levels of influence correlated with levels
of satisfaction.

Carver and Sergiovanni (1969) emphasized the

self—actualizing factors leading to satisfaction as those allowing
teachers to exercise autonomy in decisions, increasing individual
responsibility in developing and implementing teaching programs, and
developing personal skills.

On the other hand, lack of professional

stimulation resulted in dissatisfaction (Maeroff 1988b).

Goodlad

(1984) reported that studies showed that supportive conditions, such a
sensitive leadership and involvement in school decisions, were
associated with greater enthusiasm, professionalism,'-and Career
fulfillment (p. 176).

He also pointed out that high or low levels of

satisfaction were powerful indicators of the student/teacher
relationships within the classrooms (p. 247).
Conway (1976) surveyed 166 secondary school teachers and found
that over-participation as well as deprivation of participation
increased teacher dissatisfaction.

However, the findings of this stud

still showed the greater need of schools was in the direction of
increased involvement.
Climate factors such as employee-focused orientation,
task-involved self-realization, work autonomy, high standards and
challenge, and effective organizational structure were also related to
job satisfaction (Coughlin 1978; Goodlad 1984; Waters. Roach, and
Baties 1974).

Others have also reported relationships between job

satisfaction and organizational climate, particularly "open" climates
(Craig 1979; Hamlin 1966; Lawler and Hall 1970; Parker 1974: Schnake
1983; Schneider 1972).

DiCaprio (1974) also noted those relationships

:i.nhis study of rural and urban schools.

Clark (197/) reported that

healthy school climates where innovations were developed yielded greater
teacher satisfaction.

On the other hand, poor climates resulted in

low innovativeness, drive, job dissatisfaction. student aI.ientati.on,
lack of creativity, complacency, uniformity, and frustration.
Environmental factors such as workload (Ford 1979; Pagel and Price
1980), job turnover (Schneider and Snyder 1975), role conflict, role
ambiguity, and poor working conditions have contributed to stress and
burnout with secondary and junior high teachers reporting higher levels
of both (New vork State United Teachers [NYSUTj 1980; Sarason 1982;
Saunders )982; Schwab and Twanicki 1982).

"Mutual respect and mutual

trust ire extremely important between teachers if schools are to
provide an environment that facilitates optimum growth and development"
(Dobsen, Dobson, and Kessinger 1980, p. 94'.

Trust allows sharing

which is basic to a humane, school atmosphere.
A study of elementary teachers revealed that 40 percent would
not select teaching again.

Poor working conditions, increased paperwork,

declining status of the teacher (Haughey and Mur'hy 1970; Wangberg
1984), and low availability of job options were cited as factors for
their dissatisfaction (Saunders .1982; Wan&berg 1984).

Another study

reported that job stress and. dissatisfaction were related to negative
work attitudes and behavior resulting from lack of positive interaction
with students (Cherniss 1980).

Managing disruptive children and

incompetent administrators were the two strongest stress producers among
New York teachers (NYSUT 1980).
Taton (1983), studying schools in Guam, four.! that teachers’
perceived levels of stress were reflected In a loss of concern for
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students and noticeable rigidity.

Among the most stressful events

teachers described were making strike activity decisions, managing
disruptive students, teaching below average students, working with
inefficient administrators, and talking to parents about their child’s
problems.

Former Guam teachers reported that inconsistent discipline

policies, working with ineffective administrators, and management of
disruptive students were most stressful in their last year of teaching
(Taton 1983).

Selden (1970) reported results paralleling these

findings but aito noted a sense of powerlessness as a cause of high
st res s'.
Urban teachers, operating under an externalized locus of
control, displayed lower morale and a greater sense of isolation and
powerlessness than teachers in schools identified as especially good
(Frymier 1987).

Isolation was a salient source of job dissatisfaction

(Goodlad 19SA; Lortie 1975).

Goodlad (1984) reflected this:

It would appear that teachers are very much alone in their
work. It is not just a matter of being alone with'
children . . ., it. is a feeling of not being supported by
someone who knows their [sic] work. Is sympathetic to it,
wants to help and does (p. 94).
Other studies of job satisfaction found that teachers perceived
little or no control over their job environments and little opportunity
for decision making (Reed 1979).

A similar result was shown in a study

of male civilian employees (Kohn 1976).

Alienation was reported bv

many dissatisfied teachers in several studies (Edelwicb 1980; Georgia
Professional Standards Commission 1980; Kohn 1.976; Seeman 1966; Worley
1983).

The Georgia Professional Standards Commission (GPSC) found that

dissatisfied teachers perceived their principals to be unconcerned
about them and their problems; perceived themselves as powerless, as
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having little influence in policy decision.*; and they perceived the
public as indifferent to the quality of schools.

If one were

professionally trained, performed professionally, and were not
perceived as professional, then a sense of confidence and accomplishment
would be missing.

Alienation and dissatisfaction resulted (Worley 1.983)

as teachers and others in the helping professions felt that they were
powerless to change anything in the work environment (Edelwich 1980).
Research by McQuillan (1969) examined teachers' professional,
or bureaucratic orientation and their perceptions of satisfaction and
self-effectiveness in relation to their perceptions of system-oriented
and person—oriented leader behavior.

It was determined that teachers

ranking high in professional orientation perceived lower degrees of
satisfaction than teachers ranking high in bureaucratic orientation.
Research also reported that positive relationships with professional
colleagues resulting from recognition, intellectual stimulation,
professional affiliation, and esteem yielded higher levels of
satisfaction (Halpin and Croft 1962; Haughey and Murphy 1970).

Wutzl

(1972) reported a significant positive correlation between attitudes
toward professionalism and satisfaction with teaching.

Sweeney (1983)

surveyed 1,295 Iowa high school teachers and found that, on Maslow’s
hierarchy of needs categories, teachers ranked lowest on the self-esteem
and the self-actualization categories.

His investigation of important

professional needs areas revealed that participation in curriculum
development, policy formulation, and decision making were powerful
predictors of satisfaction.

Others have reported similar findings

(Ambrosia and Haley 1988; Howard, Howell, and Brainard 1987: Shaheen
and Fedrick 1974).

In another study elementary teachers reported higher
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levels of job satisfaction in participative systems (Nwaobasi 1982).
Anderson and Iwanicki (1981) reported that teacher burnout: was
significantly related to the extent to which a teacher felt that the
need for professional respect and self-a •tualizatiou was riot being met.
Administrative attitudes toward employees and what motivates
them were recognized as a key essential to understanding satisfaction.
Bidwell (1955) reported that either authoritarian or democratic
leadership styles led to teacher satisfaction if they agreed with
teacher expectations.

A study by Baumgartel (1.957) found that job

satisfaction was highest for participatory supervisors allowing joint
decision making.

On the other hand, Baumgartel reported intermediate

levels of satisfaction for laissez-faire supervisors and the lowest
levels of satisfaction with directive supervisors.

Gross and Herriot

(1963) reported that "teacher's morale may account in a large part for
the relationships between executive professional leadership of the
elementary school principals and the professional performance of their
teachers" (p. 22).

They identified positive leadership behaviors of

the principal as those allowing teacher participation in problem
solving and providing managerial support for the teacher.

Blumberg

and Weber (1968), surveying 210 teachers, found that high morale was
associated with a high indirect-low direct supervisory style.

Chapman

(1983) surveyed elementary teachers in seven schools and noted a
significant relationship between principal leadership behavior and the
level of stress in the environment as perceived by teachers.

Leadership

styles exhibiting high levels of consideration and employee orientation
were positively related to job satisfaction in several studies
(Brown 1967; Chapman .1983; Frieiander and MarguJies 1969; House.

i. 1. l e v .
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mid Guajarati 1971; Kahn and Katz 1962; Kunz and Hoy 1976; Sadler
1970).

A negative relationship to initiating structure (administrator

directed plans) was noted if workers already clearly understood how
to accomplish their job goals (House, Filley, and Guajarati 1.971).

A

study of 426 elementary teachers revealed that without exception schools
with coercive principals exhibited low moreile (Balderson 1975).

Wutzl

(1972) noted a positive correlation between rapport with the principal
and satisfaction with teaching.
Mendenhall (.1.967) conducted a study to determine the relationship
of structural aspects of school organization and leadership behavior in
schools to job satisfaction in Individually Guided Education (IGE)
schools.

The findings revealed that leadership behavior had more impact,

than did organizational structure on job satisfaction.

Total principal

leadership, principal support, and principal interaction facilitation
were the most influential leader variables.

Formalization,

stratification, unit-wide centralization, building complexity, and extra
school centralization were the most influential structural variables.
Several researchers reported that as teachers gained more
experience, they advanced along a professional continuum of teacher
growth and development (Driscoll 1983; Fuller 1969; Hall and Jones
1976; Katz 1973; Van Maanen 1975).

Driscoll (1983) reported that

teacher education viewed along a professional continuum from preservice
level to beginning level to experienced level, involved a social Nation
process which was only minimally'understood. Aspects of the
socialization process which were discussed included career rewards,
levels of professional concern, and perceptions of climate.

Profiles

of patterns and levels of professional concern were established from
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data provided by sixty elementary teachers who ranged from preservice
to experienced levels.

Driscoll, felt that a professional continuum

provided a paradigm for research and development.

Van Maanen (1975)

also noted that from the time of entry into the profession teachers
underwent organizational socialization by learning expected values,
norms, and behaviors as they progressed along a continuum of growth.
Katz (1973) described developmental levels of teacher growth from
survival to maturity.

Hall and Jones (1976) found that teacher concerns

progressed along a continuum from self-concern to task concerns to
impact concerns as the teacher gained more experience.

The initial

socialization of teachers into the profession made a considerable
impact, on the life of the organization (Lortie 3,975).

Fuller found in

1979 that beginning and pre-experience teachers reported significant
satisfaction gained from co-workers and a concern for meeting student
individual needs.

More experienced teachers were less concerned about

collegial relationships and more concerned with challenging unmotivated
students (cited in Driscoll .1983) . Others found that communication
with peers was a desired source of reward for teachers (Driscoll 1983).
Manner (1964) studied relationships of professionalism to
satisfaction.

He found that teachers low in orientation, to autonomy,

positive to colleague group and power, and high in holistic service
orientation were most satisfied.

He did not find a relationship between

professional atmosphere and teacher satisfaction.

Teachers who were

judged to he most professional in knowledge orientation showed the most:
career satisfaction.

Easterly (1983) studied the perceptions of

outstanding elementary teachers about themselves and their professions.
The aspects of their professional lives that gave feelings of pride

were tangible rewards and recognition, positive verbal reinforcement
from significant others, students' achievements, and roles for teachers
which increased their status-

Everhard and Morris (1985) found that

motivation of teachers was higher if they worked toward goals they
helped to establish.

Good and Brophy (.1.986) suggested that teachers

needed collegial working relationships where they learned from each
other to both improve teaching practices and enhance professional
esteem.

School Climate
School climate research was in its initial stages in the early
1970s.

Since then it has pervaded the. literature and is often

associated with school effectiveness and school .improvement research.
A quotation from Goodlad (1984) reflected the thinking on this topic:
Alike, as schools may be in many ways, each school has an
ambience (or culture) of its own and, further, that its
ambience may suggest to the careful observer useful
approaches to making it a better school (p. 81).
Many unclear or ambiguous definitions of climate have been
formulated.

Halpin and Croft (1962) referred to climate as the

"personality" of the school.

Anderson (1982) reviewed the taxonomy

used by Taguiri and Litwin (1968) to describe climate as a summary of
concepts dealing with the total environmental quality within an
organize tion.:
1. ecology— physical and material aspects 2. milieu— the
presence of persons and groups 3. social systems— patterned
relationships of persons and groups 4. culture— the social
dimension concerned with belief systems, values, cognitive
structures and meaning !p• 369).
Because this definition presented a total environments3 concept of the
school, it has been accepted by many.

Taguiri and Litwin (1968) defined organizational climate as:
[A] relatively enduring quality of internal environment of an
organization that: a. is experienced by its members
b. influenced their behavior c. was described in terms of the
values of a particular set of characteristics ter attributes)
of an organization (p. 27).
Howard (1970) defined school climate as an "aggregate of social
and cultural conditions which influence individual behavior in the
school . . . all of the forces to which tire individual responds which
are present in the school environment" (p. 12).

The definition of

climate from a business perspective was a set of characters that
described an organization which distinguished it from other
organizations, endured over time, and influenced behavior of people in
an organization.

It included organizational context, structure, system

values and norms, and process as well as various subsystem contexts
(James and Jones 3974).

Sarason (1982) described culture, as the overall

ethos of an educational setting which was not explicit and not visible.
Erickson (1987) supported this suggestion with his observation that
upon entering a school it is possible to get a global impression of
the school’s distinctive tone or character.
There were several theories about the general typologies of
climate debated in the literature.

Taguiri and Litwin (1.968) proposed

the holistic or ecological'view of the organization which encompassed
both social process and cultural inputs and outputs.

Goodlad (1984)

and Moos (1979) were proponents of this theory which was reported in
Anderson (1982) . Another theory was the input.-output Theory where the
school was viewed as a firm that converted inputs such as money, time,
materials, teaching staff, and techniques into outputs or student
learning (Anderson 1982).

A third theory was the Sociological Theory
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where the school was viewed as a Cultural system of social relationships
among teachers, students, family, peers, and administrators (Anderson
1982).

Rutter etal.

(1979) showed how student behavior was seen as a

function of school social processes and how norms, values, and
relationships caused differences in learning outcomes.
One of the more recent NASSP task force, studies has attempted
to formulate a definition that emphasized the idea that perception of
students, teachers, and community defined the climate: "Climate is the
relatively enduring pattern of shared perceptions about the
characteristics of an organization and its members" (Keefe, Kelley,
and Miller .1985, p. 3).

Goodlad (1986) stated, "The way to improve

education is to have a healthy environment at each school" (p. 1).

In

school climate, improvement literature the goal of improvement was to
improve productivity and satisfaction.
A school's climate is its atmosphere for learning. It
includes the feelings people have about a school and whether
it is a place where learning can occur. A positive climate
makes a place where both staff and students want to spend a
substantial portion 6f their time; it is a good place to be
(Howard, Howell, and Brainard1987. p. 5).
Howard (1970) described an open climate as positive and as one.
which evidenced involvement in decision making, fostered open channels
of communication, stimulated learners, and encouraged self-confidence
and independence.

Howard, Howell, and Brainard (1987) suggested that

the needs climate of a school must address physiological, safety,
acceptance and friendship needs, achievement and recognition needs, and
the need to maximize one's potential.

All. of these needs must be

addressed if a positive climate is to exist.

In addition, they

described eight factors which have been identified and which help to

determine the quality of climate: (1) Continuous academic growth and
social growth for both faculty and students; (2) Respect— atmosphere
of mutual respect prevails among faculty, students, and administrations;
(3) Trust; (4) High morale; (5) Cohesiveness— sense of belonging to
the school; (6) Opportunities for input— everyone has a voice:
(7) School renewal— school is self-renewing, growing, developing, and
changing; the staff is confident of ability to change, improve, and
manage the .learning environment; and (8) Caring— a quality which is
mutual to students, staff, and principal (p. 7).

These factors and the

need factors form the basis for individual perceptions of climate and
must be addressed to insure improvement in productivity and satisfaction.
A case study of the El Camino School in the Lompoc, California,
school improvement program showed marked gains in achievement on the
California Test of Basic. Skills, and reduced absenteeism in a school
population of predominantly lower socioeconomic students.

Prior to

planning, the CFK Ltd. School Climate Profile was used to identify
program and process determinants that needed improvement.

Factors

necessary for climate improvement were strong central office support
and strong staff development efforts.

The principal of the school

reported that "teachers were given time, to grow with the. experiment"
(Howard, Howel.l, and Brainard 1987, p. 12).

He also pointed out the

importance of involving 'the staff in decision, making and planning
processes.
Kelley (1980) distinguished a good climate, from a had climate
based on whether or not it "meets the expectation of those who live
in, work in, are influenced by. or are familiar with, a particular
environment" (p. 1).

Doak (1970) described the four climate factors that must be
considered in organizations planning changes: goal definition,
leadership stvle, morale, and self-worth.

Before changes can occur,

organizational goals ,»nd individual goals must be congruent and morale
and feeling of self-worth must be high.

He felt that change occurred

in an open climate established by the administration.
Much of the early school climate research focused on the
social environment of elementary schools.

Halpin and Croft (1962)

developed the Organizational Climate Descr1.ption Questionnaire (OCDQ)
which was designed to study teacher-principal relationships and which
dealt with only the social aspect of climate.

Four group

characteristics were measured: disengagement, hindrance, esprit, and
intimacy.

Four leader behaviors were measured: production emphasis,

thrust, consideration, and aloofness.

This instrument has been, widely

used in school climate research.
Manning (1973) in a study of high schools found that principals
reported school climate as more open than did teachers.

This finding

was similar to results of a study of elementary schools by Sisson
(1979).

Sisson surveyed staffs and principals of thirty-two elementary

schools and reported that principals rated school climates as more
open.

Sisson also found that principal, and teachers had longer

tenure in schools with more open climates.

Elementary teachers were

found to be. significantly more satisfied with open climates (Craig
1979).

Another study of 560 elementary teachers and thirty-five

principals revealed that teachers and principals often disagreed as to
perceptions of climate.

Petasis (1974) noted a positive significant

relationship between climate and staff size, teacher age, principal,
age, and principal administrative experience.

However, McWilliams

(1967), using the OCDQ in nine New Jersey high schools, reported no
correlation between the same factors, a result corroborated by Lake
(1977).

No significant difference in organizational climates was noted

in elementary schools with male or female principals (Kobayashi
1974); however, female, principals were found to be higher in thrust and
moved toward goals following a production emphasis involving closer
monitoring of teachers.

hey were more strongly guided by rules and

policies than'their male counterparts.

Braden (1970), using the OCDQ

and the Minnesota Teacher Attitude. Survey, noted that teachers ano
principals in more open climate schools exhibited more positive
attitudes toward students.

Significant relationships between openness

of climate and job satisfaction in elementary schools were reported
(Hamlin 1966: Parker 1974).
Studies have shown that by far the greatest influence on the
teaching environment was the role the principal assumed in administering
the organization (Chapman 1983; Schneider j972).

Chapman reported

that teachers viewed the principal as more considerate in school
climates where less stress was present.

Fiedler (J 962) reported that,

the psychologically distant leader proved tore effective in promoting
production of task groups if he was "soclotnettical-ly endorsed" (p. 604)
by those dependent on his authority.
Litwin (1968), in three simulated business organizations,
controlled leadership styles and studied their effects on climate,
motivacion.and performance of employees, and satisfaction over an
extended period of time.

He found that distinct climates were created
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by the three different leadership styles in a very short time and were
quite stable.

The climate had a dramatic effect on motivation,

performance, and job satisfaction of the employees of the three
different organizations.
Studies attempting to find relationships between school climate
and principal leader behavior often used a combination of the OCDQ and
the. Leader Behavior Description Questionnaire (LBDQ) developed by
Halpin.

One. study found that closed atmosphere, low morale, and low

job satisfaction were closely associated with the principal leadership
role (J.ipham 1964).

A study by Craig (1979) revealed that schools with

open climates had higher scores for consideration as a leader behavior.
He also noted that high initiating behavior was related to teacher job
satisfaction.

In a study of twenty-eight Louisiana secondary systems,

Brewer (1980) found a significant correlation between principal
behavior and school atmosphere as perceived by teachers, superintendents,
and principals.

He noted that teachers bad a more negative perception

with regard to leadership aspects pertaining to morale, teacher
welfare, and job satisfaction.

Generally, the research indicated tiiat

teachers preferred leadership which was high on consideration and human
relations.

Others also reported that principal leadership was pivotal

in promoting desirable climate factors (Behling 1981; Gardner 3.988:
Kelley 398.1; Mitchell .1983: Porter .1986; Raiehe 1983; Shoemaker and
Frazer 1981).
DiCaprio (1.974). searching for a relationship between job
satisfaction and school climate, found a significant relationship
between open climate and job satisfaction in both rural and suburban
schools.

Openness of climate and satisfaction were independent of

demographic variables.

There were differences between rural secondary

teachers and their suburban counterparts as rural teachers were more
satisfied with social status, principal-teacher relations, and company
policies and practices.
Waters, Roach, and Batles (1974) surveyed 105 male and female
television stati.n employees on the organizational climate dimensions
of effective organizational structure, work autonomy, close impersonal,
supervision, open challenging environment, and employee-centered
orientation in relation to job attitudes.

Results showed that

employee—centered orientation was most closely related to all areas of
attitude.

Tills area in addition to effective organizational structure

was most salient for explaining satisfaction, interpersonal
relationships, and opportunities for advancement.

The factor, open

and challenging environment, was most salient for explaining
tank-involved self-realization and intrinsic motivation.

The area of

work autonomy had a low but significant correlation with all areas of
satisfaction.

The area, effective organizational structure, correlated

with interpersonal relations and opportunity for advancement.
The OCDQ which measured social climate and a Professional Self
Enhancement Scale which measured working climate were used to explore
relationships between formal organization structure and organizational
climate of schools in Flushing, New York (Ames et al. 1972).

The

efficiency of trie formal organization was represented in the
organizational structure which designated responsibility, authority,
role assignment, hierarchical arrangement, and use of resources.

This

was contrasted with the effectiveness which was the ability of an
organization to obtain maximum energy fro.!) all of its members toward
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goal achievement. To accomplish this a cooperative relationship
between and among members requiring acceptance of objectives,
procedures, and behavioral outcomes was necessary.
relationship was mil cored in climate.

Indication of this

The results of the study did not

find an example of this type of relationship in Local schools.

In fact

the results showed no significant relationship between structure and
climate at the local school studied.

None of the schools exhibited

the cooperative relationships necessary for effective goal achievement.
In none of the schools were teachers, students, or community involved
in decision making (Ames et al. 1972).
"The most efficient learning programs occur in a wholesome and
humane school climate" (Clark 1977, p. 3).

School climate and the

principal’s leadership were two influences which have been found to
affect student learning (Ra'iche 198 3).

Climate can be used to group

several dimensions which may be important to consider in terms of
establishing an environment which supports instruction.

The. climate

factor associated with achievement was a consistent value system where
academics and achievement were esteemed (Brandt 1982: Brookover et al.
1982; Deal 1983; Hersh 1982; Holmes 1981; Lezotte 1982: Murphy et al.
1982; National Committee for Citizens in Education [NCCEj 1980; Stewart
19/9).

Also associated with achievement was an atmosphere that was

disciplined and orderly yet which emphasized the positive (Sehling
198.1; Brandt 1982; Hersh 1982; Hodges 1984; Lezotte 1982; Pur key and
Smith 1982).

A review of the. literature found support for the concept

that; climate contributed to student learning (Bossert; et al. 1982;
Brookover and Lezotte 1979; Edmonds 1978; Turkey and Smith 1985:
Rossman, Firestone, and Corbett. 1984; Squires, Huitt, and Sugars 1979).
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Moor, (1979) described research in the secondary schools and colleges
that showed how the. organizational climate of educational organizations
influenced the learning and development of students.

Research

suggested that schools that emphasized supportiveness, open communication,
collaboration, intellectuality, and that rewarded achievement, and
success outperformed other schools in several areas.

These schools

exhibited higher achievement, better attendance, lower dropout rates,
lower frustration levels, and lower levels of alienation.

Those schools

that emphasized competition, constraint, restrictiveness and rules, and
standard operating procedures that rewarded conformity were not as
effective. (Owens 1970).
Brookover and Lezotte (1979) reported the result, of an
in-depth study of eight elementary schools, six in which student
achievement had increased and two in which student achievement had
decreased.

They examined a range of social structure and school climate

variables to determine their effect on student achievement.

They found

that schools which held high expectations tad believed all students
could'master objectives were exhibiting increased achievement.

In

addition, the principals in these schools reinforced the objectives
and expec ta t j.ons .
Finlayson and Deer (1979) studied construct validity of climate
scales administered in England and in New South Wales, Australia.
They found using factor analysis several of the same, factors emerged
w ich 'were not affected by different cultures.

These included teacher

grou, behavior such as teacher morale, interpersonal relationships, and
organizational, support and communication.

The head of department

behaviors which remained the same across cultures were the wav in which

authority- was exercised, orientation to school problems, and
professional concern for staff.

However, there were {actors which were

different and were a result of cultural group behavior.

Among those

were perceptions of the social behavior of teachers, heads of
departments, and principals.

In New South Wales these behaviors were

not perceived as distinct from professional behavior, while in England
there was a definite distinction between professional and social
behaviors.

Attitudes

A review of the literature about attitudes revealed that the
understanding of what an attitude is, bow it functions, and how it is
changed lacked uniformity.

Attitudes described included both liking

or disliking (affective-feeling) and the cognitive or belief elements
which described the object of the attitude.

All attitudes included

beliefs but not all beliefs included attitudes (Katz 1967)•

Attitudes

were described as multidimensional and were manifested in cognitive,
affective, and behavioral responses -(Lauer 1971).

Attitudes have been

shown to affect both perception and learning (Lauer 1971).

Jones (1981)

found that: the formation of attitudes was impacted by the reference
group closest to the individual.
Basically, the literature presented four functions served by
attitudes.

The first was the adjustivo function which satisfied

utilitarian needs.

The second was the ego-defensive! function which was

used to handle internal conflicts.

The third was the value-expressive

function which allowed the individual to.maintain identity and enhanced
self-image.

The last function served by attitudes was knowledge which
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gives understand!i

and meaning to the ambiguity ot the world (Katz

1960, p. 168; Katz 1.967, p. 459).
RoReach (1968) described an attitude as an organization of
beliefs.

He claimed that "all beliefs are predispositions to action,

and an attitude is thus a set of interrelated predispositions to
action organized around an object or a situation" (p. lid).

He

'explained that once, values were, internalized they became a criterion
for guiding action and for developing and maintaining attitudes used
to judge self and others (p. .161),
The perception of attitude and its definitions have undergone
transitions over time as new research was conducted.

In the

seventeenth century, an attitude was viewed as a motivational
predisposition toward one's world or the mental positioning of an
individual on a political issue.

Later, in the nineteenth century,

attitude began to appear in the literature of the behavioral sciences.
Bain referred to attitude as a set track (DeFIeur and Westie 1963).
The experimental psychologists in the late 1800s referred to task
attitude as a set. in a state of readiness to make a response.

Another

transition in the word attitude occurred, when clinical psychologists
perceived attitude as indicating a relationship between an individual
.and a socially significant object (DeFIeur and Westie 1963).

In the

1920s there was a growth in concern for measuring attitudes although
the definition still remained fuzzy.

A list compiled by Nelson in

1939 included twenty-three definitions of attitude (cited in DeFIeur
and Wes tie 1963, p. 20).

Ailport (1967) revi owed 1 11e va r1ous

defxn.itions of attitude and the changes it had undergone, in the
twentieth century.

He reported that Baldwin, between 1901 and 1905,
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defined attitude as a readiness for attention or action of a definite
sort.

He reported that Chave. in 1928, described attitudes as a

complex of feelings, desires, fears, convictions, prejudices, or other
tendencies that had given a set readiness to act to a person.

He noted

that Murphy and Murphy, in 1931, defined attitude as a set toward or
against things or preparation or leadiness for response (p. 7).
In .1939, Morgan wrote that attitudes were mental postures or
guides for conduct to which each new experience is referred before
making a. response (Allport 1967, p. 7).

Warren, in .1939, defined

attitude as the specific mental disposition toward an incoming or
arising experience (cited in Allport 1967, p. 7).

Also, Allport, in

.1.935, reported that researchers agreed that "an attitude is a learned
predisposition to respond to an object or class of objects .in a
consistently favorable or unfavorable way" (Fishbein 1967, p. 477).
While the diversity of past definitions has diminished, there
are still, two distinct perceptions of the term.

Probability conception

emphasize the. consistency shown by individuals in responding in defined
ways to at.titucinai stimuli.

Probability based the attitude concept

firmly to observable events.

An example illustrating this would be for

a person who was prejudicial toward a particular ethnic group,

There

was a high probability that this individual might use negative
epithets.or say uncomplimentary things'about ancestry or behave overtly
in such a way as to reject the members of the. ethnic group (DeFleur
and Wes tie 1963).

Latent: process -conceptions assumed that consistence

of response was a manifestation of underlying variables which mediated
or defined the form of attitudinai behavior.

Defined In this,wav.

attitude was. an internal process which determined- more or less
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immediately and directly the way in which an individual responded to
an attitude stimulus (DeFleur and Westie 1963).

Recent attitude

research appeared to be inconsistent with the latent process conception
(DeFleur and Wes tie 1963).
Useful conceptions of attitude must take into account both
consistency .and variability as well, as uniformity and individuality
and at the same time gain a logical inference from observations.
DeFleur and Wes tie (.1.963) suggested that a modern definition of attitude
should be linked to the. methods employed for measurement.
should be specified.

Three things

First was the exact "social object" providing

the stimulation for responses.

Second, the exact number and nature or

different responses should be identified.

Third, the exact measuring

or observational operations used to obtain a quantitative statement of
an individual's response probability for each.class of responses should
be specified (p. 28).
Research supported the idea that it was possible to change
general, attitudes, but that theoretical, aesthetic, political, or
religious attitudes were not changed easily (Jones 1983).

Numerous

theories of attitude change which contributed to the understanding of
attitudes, factors that influence attitudes, and factors influencing
attitude change have been, proposed. •Kerlinger. (1963) proposed the
Directive State Theory which described a person's internal directive
state as that which was. composed of. emotions, values, and attitudes
and which influenced perceptions.

Attitudes were described by Kerlinger

as complex structures composed of motivational, cognitive, perceptual,
and emotional components that, "predispose an individual to behave in a
certain way" (pp. 1-10).

An attitude was described as. a s«v. disposition

to behave a certain way toward things in the envi, nmenl:.
Osgood and Tannenbaum (1955) proposed the Congruity Theory
which stated that change can be influenced by associating liked
individuals with unliked objects or persons.

Thus, familiarity with

the unliked object or person resulted in attitude change.

The theory

was supported bv research which revealed that the disliked person
became more liked and the liked person became more disliked.
Another theory proposed by Sherif, Mazafer, and Webergall
(1967) was the Assimilation-contract Theory.

This theory attributed

attitude maintenance to certain reference scales or anchors.

Anchors

were defined as the stimuli which exerted significant impact upon the
determination of judgment.

The stimuli were placed along a continuum

to determine the relative degree of rejection or acceptance of an
object.
Fishbein (1967) demonstrated that an individual's attitude (or
affect) toward any object was a function of bis beliefs about the
object and the evaluative, aspects of those beliefs.

Furthermore,

attitudes were the major determinants of many perceptions, but dominated
w'-en the perception involved ambiguity.

Katz (1967) explained that

attitudes allowed individuals to get rid of dissonance.

He said that

attitude formation and attitude change must be understood in terms of
the needs they serve.

Furthermore, as the needs motivation differed,

so, too, would the conditions and techniques for attitude change.
Attempts to change attitudes can be directed at the belief
component or at the feeling component.

By attempting to understand

how attitudes related to individual needs and why people held the
attitude, it may be possible to provide a different environment which
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may motivate changes in attitudes.
There is ample evidence to suggest that as the normative
system about the individual changes, as the group membership
changes, or as he moves from one role to another, his behavior
toward an attitude object will undergo corresponding alterations.
These variables are the mediating factors. . . . We can
legitimately expect a great deal of correspondence between the
"normative requirements" of a situation, regardless of past
behavior or disposition (DeFleur and Westie 1963, p. 27).
Agreeing with this perception, Norton (1984) stated that
climate was a determinant in attitude change, particularly those
attitudes concerned with professional growth.

There was evidence from

research to support the idea that climate, influenced the formation and
maintenance of certain attitudes (Braden 1970; Dillon 1981; Jones 1983;
Kelley 1980; Vest 1986).

However, LeMaster (1981) found no significant

relationship between teachers' attitudes toward the profession and
the organizational climate.

Jones (1983) described the interaction of

attitudes, behaviors, and moods which formed the school’s climate and
the reciprocal, effect climate had on the attitudes, feelings,
behaviors, and moods of professional teachers, staff, and students.
described the process as cyclical and Interactive.

He

Keefe, Kelley, and

Miller (1985), in their model of the school environment, portrayed
climate in a reciprocal state where people and the environment interact
to produce the climate.

In. addition, there has been a growing body of

evidence that attitudes of students and teachers influenced learning
(Day 1956; Kelley 1980; Porter 1986) and in a variety of other wavs
(Braun 1976; Swick 1973).
Jones (1983) conducted research to study the effect attitudes
of professional educators had on learning.

Surveys were sent to 492

profess!onal educators. Jones reported that professional educators’
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attitudes, student attitudes, size of school, and racial mix were not
factors which influence or are influenced by climate.

Factors which

influenced both attitudes and climate included principal behavior,
teachers' behavior, socioeconomic background of students, staffing,
staff turnover

aid upheaval in the district.

Because attitudes are

believed to have a great influence in the educational setting, a
greater understanding of attitudes of professional educators and
attitudes of students and their relationship to the organizational
climate should be addressed.

Profess tonal Growth and Development
Attitudes

For the purposes of•this study the professional attitudes which
were the primary focus of this research were the attitudes toward
professional growth and development.

Professional growth and development

denoted the process of updating the technical skills and knowledge in a
professional role (Vest 1986).

High school teachers were described as

field specialists and, as such, require continuous enhancing of their
knowledge.

In addition,, all teachers needed to update professional

skills such as methodology, techniques, and pedagogy.

Kidd (1962)

stated that "a: profession is characterized by the fact that its members
continue to educate themselves and extend their knowledge and
competence" (p. 18).

Anderson (1982) supported Kidd's perception:

"Professional and general continuing education are needed to keep the
individual intellectually alive and to keep him broadly informed"
(p. 284).

Nicholas reported that increased professional knowledge

resulted in a growing interest in continuing lrigher education by
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practicing professionals (cited in Shorey 1970, p. 40).

Several felt

that the need for continuing education was important because teacher
preparatory training was often inadequate (Darling-Hammond 1984; Drake
1967; Hass 1957; Holmes Group 1986).

In addition, because social

conditions and technology were perceived as in a constant flux and
knowledge was increasing at an exponential rate, updating was deemed
essential (Dubin 1972; Maeroff 1988a; Shorey 1970).
Climate and growth were linked by some authors.

Dubin (1972)

conducted a National Science Foundation study of scientists and
engineers and reported that their administrators were generally not
supportive of professional development.

He felt that lifelong

updating and education prevented obsolescence.

He noted that

organizational climate was the major environmental factor related to
updating.

The nature of supervisory relationships, on-the-job problem

solving, challenging work, colleague interactions, and company policies
were other factors contributing to attitudes about updating.
Inservice training to overcome deficiencies, to increase
expertise and professional competence, and to update skills and
knowledge was viewed as essential for growth (Dull 1981; Gray 1985:
Little 1984; Rogus and Martin 1979; Shorey 1970).

Finally, interaction

with colleagues was an important influence on the teacher affecting his
att itude to the profession and ills involvement in nrot ossiona!
activities (Bolin 1987; Gray 1985; Little 1984; Maeroff 1988a. 1988b;
Rossman, Firestone, and Corbett 1984; Shorey 1970).

This factor

contributed significantly to increased expertise, to enhanced rapport
with students, and to personal growth.

Teachers who were identified

as pro•
,essionnls had a need to grow (Gardner 1988; Rogus and Martin 1979)
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and to update their knowledge and skills (Dubin 1972; Maeroff 1988b).
How they felt and what they believed about this process as it applied
to themselves as professionals constituted the teacher attitude to be
measured in the present study.
The attitudes of teachers about: what others in the school or
community thought of their role affected their effectiveness and
their satisfaction.

Therefore, it seemed important to determine the

beliefs and feelings or attitudes that teachers possessed about their
roles as teachers and about their professional growth and development.
Because teaching is so critical to both individual and
societal welfare, it must be entrusted to talented,
well-prepared, motivated and continually satisfied
professionals (Wangberg 1984, p. 10).
The perceptions teachers have of teaching ns a profession
provided the framework upon which they based their perceptions of
themselves as professionals.

In addition, the perceptions of the

climate of the school and satisfaction with the working environment
may also contribute to the perception of professionalism.

The

interaction of these elements affects the attitudes teachers have
toward their own professional growth and development.
0
In the 1950s and 1960s there was much disagreement in the
literature about teaching as a profession.

The majority of authors

as reported in the section on Organization and Theory Structure found
that teaching did not possess all of: those attributes 'which were
employed to define a profession (Broudy 1956: Colombotos 1962; Drake
1967; Griffiths 1966, 1973; Gross 1965; Lieberman 1956).

Among those,

deficits were autonomy and control of the work environment (Anderson
1967; Becker 1956; Blau 1969; Etzioni 1959, 1969: Inlow 1956;
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Lieberman 1956; Washburne 1957; Wittlin 1965), participation in
decision making (Chase 1953; GoIdhammer et al. 1967: Lindsey 1962),
collegial control and respect, opportunities for professional growth
and development (Hall 1966; Soloman 1961), and renewal of knowledge
and skills.

The conflicts which existed because of unclear role

definitions in a bureaucratic organization added to the difficulty of
perceiving teachers as professionals at a time when they were striving
to be considered professionals (Bidwell .1956; Corwin 1965a).

In the

late 1960s and the 1970s the literature spoke of the aspiring professional
and the process of professionalization (Anderson 1966; Farquhar 1978;
Elkin 1970; Leggett 1970).
Several researchers have explored the factors involved in
teachers' perceptions of themselves as professionals.

Castetter (1971)

reported that researchers felt that the majority of teachers were not
committed to or deeply concerned about gaining wide participation in
decision making, control of professional destiny, or establishing
standards for colleagues.

However, he did say the key to responsibility

was "self-realization whereby individuals accept responsibility for
their’own growth" (p. 362).

Others r<vu». :.e* +-hat veteran teachers

exhibited.,a professional role conception which was reflected in the
push for control in decision making in areas affecting their work
(Helsel and Krchniak 1972).
Research by Belasco (1970) supported the concept that
professional commitment influenced reference group choices which, in
turn, influenced professional, attitude formation.

Furthermore., high

.levels of professional commitment ..'were associated with favorable
attitudes toward teaching as a career and with favorable evaluation of
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professional activities (Belasco 1970).

Belasco found that: there were

two classes of teachers, those, committed to both profession and
organization and those committed to neither.
teachers fell into the .latter reference group.

More male and secondary
The reference groups,

in turn, were salient and influential in the determination of
professional attitudes.
There is some evidence to support the idea that, generally,
elementary teachers have higher professional attitude orientations
than secondary teachers; however, there is a greater tendency for length
of training to be associated with high attitudinal professionalization
of secondary teachers (Hamilton 1972).

Experienced teachers viewed

educational courses with greater favor but placed lower value on formal
inservice programs (Norton 1964).

Rogus and Martin (1979) suggested

that "the limited technology of teaching leads to self-doubt among many
teachers on the issue of competence" (p. 83).

He described teaching

as an emotional, physical, and psychic drain on the teacher where
reinforcement was lacking.
professional growth.

This contributed negatively to attitudes of

Lack of opportunity for professional growth was

cited as one of the reasons for leaving the teaching profession (Duke
1984; Frataccia 1982; Rosenholz 1984).

Research also supported the

concept that, if personal growth'opportunities- were provided,
alienation would, be reduced (Devaney 1987b; Worley 1983).

Other studies

confirmed, that stress was relieved if the teacher understood his own
professional goals and motives for teaching and :i.f professional growth
needs were met: through in service programs planned by teachers
(Fenstermaeher and Berliner 1985; Goodlad 1984: Little 1984; Stevenson
1987; Taton 1983).
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Research on the factors which higher education faculties
perceive to affect their professional growth and development was related
to both their personal and professional roles.

The factors identified

included individual needs, organizational goals, teaching research,
reward svs terns, teaching changes, and faculty development programs
(Towne 1977).
Another study of faculty perceptions of professional growth and
development at the University of Tennessee reached similar conclusions.
However, this faculty felt that interaction with colleagues was the
most important factor contributing to their growth and development
(Simerly 1973).

Little (1984) reported that studies of effective

professional development yielded compelling images.of "collaboration,
cooperation, partnership, mutual adaptation or accomplishment,
co.liegia.lity and interactive development among them" (p. 84).
A study which was pivotal to the present research was conducted
by Jean Norman Vest at the University of Tennessee.

She was searching

fop tiie relationship between school climate and professional growth
and development of high school teachers (Vest 1986).

She used two

instruments, the (JFK Ltd. School Climate Profile and the Teacher
Professional Growth^ and Development Attitude Scale, to measure
perceptions of; school climate and beliefs about profession."! growth and
development.

She reported that the professional growth and development

attitudes of all of the teachers in her study were based on aspects of
the work concept: rather than on aspects of the individual needs concept.
However, for individual, schools each of these concepts was considered
of equal importance.

Teachers as a group compared to teachers at

individual schools indicated similar attitude descriptors as important
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to growth and development.

Among these were personal satisfaction and

others' role performance assessment.

Finally, a highly predictable

and direct relationship was found to exist between teachers'
perceptions of school Organizational climate and professional growth
and development attitudes (Vest 1986).
Anderson (1974) studied teachers' perceptions of their work
role and professionalism in several Pennsylvania school districts.

He

found that teachers did little to help themselves emerge as true
professionals.

On the average, teachers wrote less than one article

for publication during their careers.
professional workshops than did men.

Women conducted more
However, teachers did feel the

need to professionally update themselves beyond minimum requirements.
Professional growth occurred with inservice programs designed
to assist teachers (Lemlech and Marks 1976).

Professional growth may

also be attained by empowering teachers and giving them professional
status (Maeroff 1988b).
Several successful projects have been reported which have
influenced teacher professional growth attitudes in a positive wav.
In Canada teachers have acquired many of the characteristics which
make them true professionals.

Among these were licensing and

certificating teachers by the teachers’ association, professional
development funded for each province for professional journals, for
direct teacher involvement in curriculum planning, and for increased
decision making (Paton 1970).
Another successful project was the San Jose Teacher Involvement.
Project where classroom teachers were trained to participate with the
princip^if^CrTidentifying and resolving local school problems
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(Crockenberg and Clark 1979).
The Tennessee Five-Step career ladder promoted staff development
among teachers and rewarded professional growth with substantial pay
supplements (Christianson 1984).
The Hammonds School Improvement Process also expanded the
teacher’s role.

Teachers were reported to have a major say in decision

making and shaping educational programs.

Curriculum planning and

development, instructional strategies, staffing needs and hiring,
professional development, disciplinary procedures, and scheduling were
engaged cooperatively with teachers and administration working together
with parents and students on a school-based improvement team.

Evidence

was reported of attitude changes among participants because of the
enhanced roles as professionals (Casner-Lo'tto 1988).
The ABC Unified District, Los Angeles has empowered professional
teachers by involvement in curriculum development and textbook adoption,
discipline, and policy development.

In addition, a mentor teacher

program, teachers conducting staff development workshops, and a.
collaborative partnership with the University of California contributed
to professional growth (Sickler 1988).
En Minnesota many schools have been participating in the
Minnesota Educational Effectiveness Program (MF.EP) which focused on
fifteen characteristics of school effectiveness.

Focusing on

implementation of a school site effectiveness program, teachers and
administrators were trained by Minnesota Department of Education
personnel to design, implement;, and evaluate, programs to improve their
respective schools.

Many schools have reported success with this

program (Minnesota Department of .Education 1988).
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Summary and Conceptual Framework
for the Present Study
A school is a complex organization affected by external inputs
from society, community, and district.

Internally, the school climate,

individuals' reactions and interactions, values, norms, culture, and
structural organization affect the way teachers perceived the school
and themselves.

Cues gained from school organization can influence

personal feelings and teacher attitude and motivation to maintain
currency.

Working together they foster achievement of individual needs

and organizational goals.
The literature review revealed the organizational structure of
the school as having both bureaucratic elements and elements of
loose coupling.

Professionals employed in bureaucracies often

experienced role conflict as professional, freedom clashed with the
characteristics and demands of the bureaucracy.

The press to conform

in bureaucracies restricted creativity and provided little professional
growth and development for mature individuals, and, in fact, Ted to
alienation because professional needs were not met.

Individual

frustration and institutional inefffectJ.veneas were described as
consequences of unmet needs.
Satisfaction was defined as the personal affective response, of
the individual to a specific situation.

If proper motivational

opportunities were provided, satisfaction resulted and needs were
fulfilled.

Professional growth along with responsibility, challenging

work, achievement, and recognition were associated with job satisfaction
for teachers.

Need satisfaction was also seen as an important aspect
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of the workplace.
Research using Maslov and Porter need hierarchies as a base
found that teachers were sometimes lacking in the areas of esteem,
autonomy, and self-actualization.

It was noted that: teachers over

forty-five had the same unmet needs as younger teachers yet had lowered
their expectations as they recognized that there was little opportunity
for professional growth or advancement.
Need dispositions influenced the way an individual perceived
and understood the school environment.

As discrepancies between need

disposition and role expectations decreased, satisfaction increased.
On the other hand, in environments where individuals felt dependent,
coerced, subordinate, and submissive, a sense of: powerlessness and
alienation resulted.
Participation in decision making, individual responsibility
in implementing and development programs, and involvement in policy
formation were reported as powerful predictors of satisfaction.

The

exercise of autonomy and developing personal skills also increased
teachers’ satisfaction with their work.

Open climate factors such as

employee-oriented leadership were also linked to satisfaction as were
relations with others.

Positive relations with professional colleagues

raised personal esteem and increased satisfaction.

Participation and

decision making were linked to positive attitudes.

Finally, there was

a correlation between attitudes toward professionalism and satisfaction.
Climate was described as the relatively euduriur, pattern of
shared perceptions about character Louies of an organizat ion .

Koch

school had. a unique -climate which af fected the way teachers taught and
the way students learned,

A healthy climate could improve both
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professional attitudes of teachers.

Perceptions of climate and

satisfaction with the working environment may also he related to
professional growth and development attitudes of teachers.

These

influences coupled with the perceptions teachers have of teaching as
a profession formed the framework for perceptions of themselves as
professionals and the way they behave as professionals.
Climate, satisfaction, and professional, growth attitudes
demonstrated important characteristics which can be.measured to
determine possible relationships.

Discovery of relationships among

these three areas may be useful to administrators to allow them to
implement changes which can help, especially their mature staff member
be motivated professionals who reciprocate their positive attitudes
with the students they teach.

The end result may be increased

productivity and satisfaction,'the components of an effective school.
The present study seeks to examine these relationships and to expand
the comprehension of this complex arena.

CHAPTER T.TT

METHODOLOGY

This study explored the relationship

among school organizational

climate, teacher satisfaction, and attitudes coward professional growth
and development as perceived by high school teachers.

It examined the

relationships among the ten subscales of school climate as measured by
the NASSP School Climate Survey, the nine subscales of teacher
satisfaction as measured by the NASS? Teacher SatisfactionSurvey, and
the nine subscales of professional growth and development, attitudes as
measured by the Teacher Professional Growth and Development Attitude
Scale.

In addition, individual school profiles illustrating the

relative rankings of the school climate subscales, the teacher
satisfaction subscales, and the professional growth and development,
attitude rankings were provided.
A review of the literature indicated relationships between,
teacher satisfaction and school climate.

Other studies indicated

relationships between professional growth attitudes of teachers and
school climate.

Understanding these relationships can provide, a focal

point for changes and improvement ir the total school environment: which
will make it more conducive for professional growth of teachers.
This chapter included discussion of the instruments which have
been used to study the variables considered in the present study.
Several instruments which measured School climate were examined and the
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NASSP School Climate Survey was selected because it provided a
comprehensive assessment of school climate and was designed specifically
tor secondary schools.

In addition, this climate, survey had no

affective (satisfaction) responses in it, but was based on teacher
perceptions of how others perceive the school climate.

The NASSP Teacher

Satisfaction Survey was selected because, it measured the affective
perceptions of secondary teachers of their work environments.
The Teacher Professional Growth and Development Attitude Scale
was the only instrument examined which specifically measured secondary
teachers' professional growth and development attitudes.
The surveys were administered to ten secondary teachers to
establish average times of completion.

The average total time for

completion of the three instruments was twenty-three‘minutes with an
additional five minutes required for directions.

These data were used

to determine the length of testing time which would be required at
school sites.

Population Studied
The population Cor this study included teachers of four randomly
selected high schools with student populations of 500 to 1,200 students
in grades 10 to 12 located in western Minnesota and eastern North
Dakota.

School districts that met the criteria were arrayed

alphabetically.
numbers.

Districts were.selected using a table of random

Three districts initially selected declined to participate.

When a district declined, the next district which had been selected in
random order was included.

A total of 173 .teachers participated.
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Permission was granted by superintendents of each of the four
districts to administer the instruments in their district high schools
Arrangements were then made with the school principals to administer
the tests to the entire faculty on site at a faculty meeting.

Sa tisf act ion Measurement t Ins trument s

Many of the studies cited in the literature section used the
Minnesota Satisfaction Questionnaire (MSQ) developed by the Work
Adjustment Project at the University of Minnesota to measure job
satisfaction.

This instrument measured general job satisfaction and

identified twenty sub-areas of satisfaction.
used in businesses and schools.

This instrument has been

Research studies referenced which

employed the MSQ were Craig (1979), DiCaprio (1974), and Hamlin (1966)
Another instrument related to job satisfaction measured stress and
teacher attitudes, the Minnesota Teacher Attitude Inventory (MTAI).
This instrument was used by LeMaster (1981).

The Smith, Kendall, and

Hulin Job Descriptive Index (JDl) explored attitudes toward work,
principal, co-workers, pay, and other variables.

It was used to study

elementary teachers (Morris 1975: Nwaobasi 1982), high school teachers
(Bridges 1980; McKenna 1975), and employees of fifty life insurance
agencies (Schneider and Snyder 1975).

Bergeth (1970) used the

Purdue Teacher Opinions ire' (PTC) to study job satisfaction and morale
among forty high school districts in. North Dakota.
Other researchers paired the MSQ with various climate measuring
instruments to study relationships between climate and satisfaction.
DiCaprio (1974) and Parker (1974) with the Organizational Climate
Description Questionnaire (OCDQ), Morris (1975) with the JDl, and
LeMaster (1981) with the Minnesota Teacher Attitude Inventory (MTAI).
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School Climate Measurement Instruments
A review of the literature revealed many school climate
instruments in use.

Among the most frequently used was the

Organizational Climate Description Questionnaire (OCDQ) developed by
Hcilpin and Croft in 1962 to be used in elementary schools and later
used in high schools, businesses, and colleges.

This instrument

greatly influenced early research and over one hundred studies using
it were recorded between 1963-67 (Anderson 1982).

The instrument used

perception and consensus of participants to define climate.

Research

by Guy in 1969 reported some meaningless findings using the instrument
(cited in Anderson 1982).

Thomas in 1976 suggested that individual

subtests were more predictive than overall climate categories and that
the middle climate classifications were questionable (cited in Anderson
1982).

However, the instrument has been and is still being used to

study the social aspects of climate.
Kotteamp, Mulhern, and Hoy (1987) developed expressly for high
schools the, OCDQ—Kutgers Secondary (OCDQ—RS) climate instrument based
on the concept of open and closed climate of HaIpin and Croft (1962).
It, like the OCDQ, measured social interaction of teachers and
principal’s .
Another instrument used to measure climate was the High School
Characteristics Index (HSC1) developed by Stern in 1961,

This

instrument measured press, the pressures contributing to.stress, in
high schools (Anderson 1982).
The Elementary School Environment Survey (ESES) employed by
Sinclair attempted to link the needs-press concept.

Student

percept.ions, teacher and peer values, and attitudes were used to
develop school profiles (Anderson 1982).

j

The School Survey (SS) measured teacher morale or satisfaction
with the working environment.

The survey was used to distinguish

between high and low achieving elementary schools (Anderson 1982).
The Pupil Control Ideology (PCI) and Pupil Control Behavior
instrument developed by Willowet and Jones was used to study the
social system of a high school.

The pupil control orientation was used

as a climate description and the PCI measured teacher orientation to
pupils on a humane-custodial continuum (Anderson 1982).
The School Description Inventory (SDI) measured teacher
perceptions of bureaucratic characteristics of the secondary school
environment.

It measured six dimensions: hierarchy, authority, rules,

procedures, impersonality, and specialties (Anderson 1982).
Likert's Profile of the organizational characteristics of a
school examined management: style and relationships of management with
faculty at the secondary level.

It was used in several studies of high

schools and was also used in studies of higner.education (Anderson
1982; Murphy .1979; Nwaobasl 1982).
The CFK Ltd. School Climate Profile was developed by a task
force committee sponsored by the Kettering Foundation.

It contained

a rating scale based on the general climate goals of productivity and
satisfaction.

It measured both evaluative and descriptive factors

about climate in three general areas: program determinants, process
determinants, and material determinants.
several categories.

Each area was subdivided into

The goal of this instrument was to provide a

comprehensive picture, of the total school climate with the goal of
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Improvement in the areas of productivity and satisfaction..

[his

instrument has been used in high schools and many districts have
reported success in climate improvement after addressing areas of need
suggested by the survey results (Howard, Howell, and Brainard 1987;
Sellars 1984; Vest 1,986).
Researchers examining the climate instruments stated that
confusion was created when perceptual/descriptive and
sat .isfactional/evaluative concepts were mixed (Keefe. Kelley, and
Miller 1985; Schneider and Snyder 1975).

Schnake (1983) suggested

factoring out job satisfaction (affective) items in an organizational
climate instrument.

Otherwise, the responses might be inflated or

biased due to the job satisfaction affective influence.

Most of the

instruments described blended the affective-evaluative with the
perceptua1-descriptive questions.
"Measurement of climate solely by what most people 'believe,
rather than as a collection of climate and individual, satisfaction
responses, is the primary difference between the NASSP School Climate
Survey and most other measures of climate" (Halderson, Kelley, and
Keefe 1987, p. 3).

Attitude Measurement. Instruments
"Attitude scales attempt to determine what an individual
believes, perceives, or feels" (Gtr 1987, p. 146).

The instrument used

to measure attitudes is important to what is actually discerned.

There

are many difficulties associated with attitude measu rement. because
.individual responses may be. influenced by factors other than the
attitudes they intend to measure.

Several different types of attitude
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measuring instrument's have been developed.

It is important to explore

the kinds of evidence the measuring instrument will provide as a basis
for inference about attitudes (Cook and Sellitz 1964).
Self-reports of beliefs, feelings, and behaviors toward an.
object or class of objects were one form from-which inferences were
drawn.

Self-report measures possessed characteristics which led to

distortion.

One possible distortion reported might occur if. the

reporter consciously controlled his responses to present a favorable
image to self or. •the tester if the purpose of the instrument was obvious
or implications of his answers were apparent (Cook and Sellitz 1964,
p. 40).

Building into the instrument items to which an unfavorable

response, was likely to be acceptable, assuring anonymity .and emphasizing
importance of honest answers in order to. contribute to scientific
knowledge were described as ways to avoid reporter control.

Measurements

of attitudes by questionnaire techniques proceeded on the assumption
that there was a mechanical relationship between symbolic and
nonsymbo.l ic behavior (LaPiere 1967) .
Thurstone (.1.967) described techniques for conducting
quantitative measurement of attitudes.

Additionally, lie claimed It was

legitimate to determine central tendency for the frequency distribution
of attitudes.

Het erogeneity with regard to the issue in question can

also be measured.

To iterance was another area subject: f;o auani. ita tive

measurement (p. 88).
Tittle and Hill (1967) suggested the use. of a multi--item
instrument constructed by procedures that were rep.l leaf able and which
resulted in the objective ordering of respondents.

Furthermore,

attitude measures should be predictive o! behavior in repetitive

76
situations which occur within the common behavioral context of the
individual criterion indicating behavior.

The method used should

determine the discrepancy in relationships between behavior and
at titucle.
Likert (1.957) discussed the methodology used in constructing
an attitude scale.

Statements should be of such a nature that persons

with different points of view on a particular attitude responded
differentially.

In addition, he emphasized several key features of

attitude scales:
1.
2.
3.
4.

All statements should be.expressions of desired behavior
and not expressions of facts.
Each proposition should be stated in clear, concise,
straight forward statements.
The distributions of statements should be mixed.
An attempt should be made to split-half statements
between strongly agree and strongly disagree (pp. 90-95).
In the scale a 1 to 5 continuum allowed persons to differ in

both directions.

The split-half reliability, sum of odds compared to

the sum of evens, can be used.

He suggested that, one should avoid

undifferentiating statements and select those, which differentiate the
most for the final attitudes scale (Likert 3.967, pp. 90-95).
Poppleton and Pilkington (1963) tested four methods of scoring
an attitude scale, the Thurstone, the Likert, the scale-product, and
weighted proportions.

Likert, scoring and weighted proportions

resulted in the highest reliability coefficients (0.95).
scoring used weighted response categories 5-4-3-2-1.

The Likert

Scores were then

summed.
'Tittle and Hill (1967) used five criterion indexes to measure•
the degree of interrelationship among attitude measures, the Likert,
Outtman, semantic-differential, Woodward -'Roper, and Thurstone indices.
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The greatest association was found for the Likert style instrument.
In addition, the Likert had the best predictive powers and greatest
reliability.
.items.

The Likert also used 87 percent self-referent (l/me)

Because of the continuum of choices 1-5 provided by the Likert

scale, an intensity dimension was possible.
A review of the. research found several scales which attempted
to measure "professionalism."

Only one instrument, however, measured

professional growth attitudes specifically.
Wutzl (1972) developed a Teacher Professionalism Scale for
his research.

It used a Likert continuum from strongly agree to

strongly disagree.

Areas measured by this instrument were autonomy in

teaching, specialized knowledge, client orientation, and commitment to
the profession of teaching.
The Profession Self-enhancement Scale (PSES) developed by Ames
et al. (1972) was a measure of working climate in an organization.
Positive responses on the PSES indicated that teachers perceived
themselves as being involved in and cooperating in ongoing educational
enterprises.

High positive responses indicated a working climate that

is conducive to problem solving and change.

Thr 1 factors were

present, professional recognition in decision making, professional
growth and change, and professional respect.
Several other professionalism scales were described.

McQuillan

(1969) used the Form II-Professional Staff Questionnaire developed by
Corwin of Ohio State University for his research.

This instrument

asked teachers to respond to statements about the teacher’s role, using
a Likert continuum.

Bobo (1979) used the Hall’s Professionalism Scale

which measured certain aspects of professionalism in the teaching
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profession.

Hamilton (1.972) developed a Professional Inventory to

measure certain aspects of professionalism in teaching.

It measured

attitude and behavior of teachers.

Study Instrurncuts
The NASSP Teacher Satisfaction Survey

For the purposes of this study the National Association of
Secondary School Principals' (NASSP) Teacher Satisfaction Survey ol
the Comprehensive Assessment of School Environments (CASE) battery
developed by Schmitt and Loher at Michigan State University was
selected.

The instrument: was designed specifically to measure high

school teacher perceptions' of satisfaction on nine subscales:
Administration; Compensation; Opportunities for Advancement: Student
Responsibility and Discipline; Curriculum and Job Tasks; Co-workers,
Parents, and Community; School Buildings, Supplies, and Maintenance;
and Communication (Halderson, Kelley, and Keefe 1987, pp. 3-4).
After initial development and field tests, the instrument
along with student and parent satisfaction surveys and a school climate
survey was subjected to a national pilot, study and a subsequent
national normative study and administered to more than 1,500 teachers,
14,600 students, and 4,400 parents.

The instrument exhibited high

face validity and good psychometric properties.

To determine instrument

reliability internal consistency coefficients (Cronbach's alpha) were
calculated for each subscale based on data collected in pilot and
normative studies.

The average internal consistency reliability of

the NASSP Teacher Satisfaction Survey subscale was 0.88, with a range
from 0.80 to 0.93 (Haiderson, Kelley, and Keefe 1987, p. 5).
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The content validity, the extent to which items on a scale
representative of the domain(s) of interest, was established after
revising or excluding redundant and ambiguous items as established
during the pilot studies and field trials.

Factor analysis used to

identify the basic relationships among sets of test scores identified
both the intercorrelated items and the subscales that seemed to account
for the correlations.

During development of the instrument the task

force placed great emphasis on scale and item conceptualization in
order to support strong construct validity.

Extensive use of

exploratory and confirmatory factor analysis in field testing the
instrument ensured that only concepts and items with strong factor
loadings were retciined.

Strong construct validity existed for the

satisfaction instrument (Halderson, Kelley, and Keefe 1987, pp. 5-6).

The NASSP School Climate Survey
For the purposes of the. present study the NASS? School^ Climate
Survey was selected.

It was developed at the University of

Nebraska-LincoIn expressly to study secondary schools.

The NASSP model

was designed to secure the perceptions from students, parents, and
teachers about a secondary school.

In the overall model, climate was

a mediating variable rather than an outcome.

This total School

Environment Model placed climate in the larger context in which
education occurred.

This total environment concept embodied manv of

the elements of Taguiri's taxonomy of 1968.

In the model, school

climate was influenced directly by'school goals and objectives, the
organizational characteristics, and characteristics of individuals and
groups in the school.

These were the inputs.

Societal environment.

community environment., and school district environment also Influenced
each of these inputs.

In this total environment model student

satisfaction with environment and degree of productivity in achieving
intended goals were the outcomes.
The NASS? School Climate Survey was normed for use with
students in grades 6-12 and for use with teachers, parents, or citizen
groups.

The survey collected data about ten perception subscales:

Teacher-Student Relationships, Security and Maintenance, Administration,
Student Academic Orientation, Student Behavioral Values, Guidance,
Student-Peer Relationships, Parent and Community-School Relationships,
Instructional Management, and Student Activities (Haiderson, Kelley,
and Keefe 1987, p. 3).
The survey was developed at the University of Nebraska-Lincoln.
An item bank was generated from a comprehensive, review of climate and
effective schools literature.

Analyses of existing climate instruments

were conducted (Haiderson, Kelley, and Keefe 1987, p. 3).

Two forms

of the instrument were used in initial pilot tests and refined in a
national study.

A second national study was conducted at Western

Michigan University to collect normative, data on the final form
(Hal.derson, Kelley, and Keefe 1987, p. 4).
The climate instrument was administered along with the pupil
and parent satisfaction instruments to more than 1,500 teachers,
.14,600 students, and 4,400 parents.

Internal consistency coefficients

(Cronbach's alpha) were calculated for each subscale based on data
collected in the. pilot and normative studies.

The average internal

consistency reliability of the climate instrument was 0,81 with a range
from 0.67 to 0.92.

Content validity was established from a data bank

o r items.

Climate items were Listed at random for factor analysis.

Items were field tested and subjected to factor analysis and ambiguous
items were, revised or thrown out.

On]y concepts and items with strong

factor loadings were retained to ensure construct validity (Halderson,
Keilev, and Kecfe 1987, pp. 5-7).

The Teacher Professional Growth and
Development Attitude Scale

The instrument selected for this research was the Teacher
Professional Growth and Development Attitude Scale designed by Vest
(1986).

It measured growth and development attitudes based < . the

individual needs concept and the normative work context concept.

Those

subscales of the individual needs concepts assessed were personal
satisfaction with teaching, personal motivation, personal assessment of
role performance, personal role expectations, and personal role
definition.

Statements in these subscales appeared to indicate what a

teacher felt or believed about the teacher role and the professional
growth potential of that role.
normative work context, concept.

The second area measured was the
Subsea.]es assessed were role experience

role commitment, role performance, assessed by others, others' role
expectations, and others' role definition (Vest 1986, pp. 45-46).
The scale was constructed using the Likert rating of four
categories: strongly agree, agree, disagree, and strongly disagree.
Sixty -statements were designed to generate self-perceptions. The scale
was then tested with two high school faculties. »Thirty-two teachers
rated the statements.

The responses were then weighted and summed.

The upper and lower quartiies of the summated responses were subjected
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to an item discrimination analysis of each of the scale items (Vest
1986. p. 48).
Using the formula for ungrouped data, the standard deviation
was computed for each of the ratings (summated responses).
standard error was then computed for each statement.
error was then used to compute a T-score.

The

The standard

A T-score of l.5 or above

was arbitrarily selected as a discrimination power minimum.

Eighteen

items which had a .discrimination power of at: least 1.5 were selected
for inclusion in the attitude scale.

"The t-test was used to gain

objectivity about the discriminating power of statements even though
it violates several assumptions underlying its use" (cited in Vest 1986,
p. 48).

"By using this method, the internal consistency and the

reliability of the instrument is improved.

The validity is also

improved because of the increased reliability of the statements"
(Vest 1986, pp. 48-49).
The eighteen-item scale included at least one statement for
each of the nine subscales.

The personal assessment of role performance

subscale did not indicate any significant discrimination power when the
t-test was used and was subsequently removed from the final scale
(Vest 1986. p. 50).

Treatment of the Data

Both descriptive and comparative statistical procedures wore
used to analyze the relationships among subscales of the climate and
satisfaction surveys and the professional growth and development
attitude scale.
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To provide descriptive profile data for questions one through
three, subscale raw scores for all three instruments were obtained.
The NASS?

.'mate and satisfaction surveys employed a six-response

Likert scale.

Items received score values of l (strongly <’ {agree,

very dissatisfied) to 5 (strongly agree, very satisfied).
marked 6 (Don't know) were not included In the scoring.

The items
Subscale raw

scores were computed using only those items with a 1 to 5 response.
Individual item totals were not used in reporting data as the surveys
were designed and validated using group scores.
The values on each subscale for those items with a 1 to 5
response were summed.

The total score for each subscale was then

divided by the total number of items used in the computation.
result was the average item raw score for each subscale.

The

The item

average score was multiplied by the actual number of items on the
subscale and rounded to the nearest whole number for the adjusted
individual subscale raw score.
Each subseale for all respondents was scored.

Then all of the

individual scorc-s on a subscale were added to produce group subscale
values.

The results were divided by the number of individuals

responding to that subscale and rounded to the nearest whole number fo
the group subscale average raw-score.

This score was then used, to

obtain standard scores which were placed on a graph to provide a «r.!;«»o
climate profile and. a. teacher satisfaction profile for each of the
four schools (Haiderson, Kelley, and Keefe 1987, pp. 12-25).

Standard

deviations were also computed.
The Teacher professional Growth and Development At t Ltud< s.-a i<>
responses to a four-part Likert were then analyzed.

Items received

8/<
score values of 1 (strongly disagree), 2 (disagree), U (agree), and
5 (strongly agree).

These values were used to correspond Lo similar

treatment of responses on the NASH1’ climate and satisfaction surveys.
The individual responses were weighted from one to five and the values
on each subscale for those items were summed.

The total score for

each subscale was then divided by the total number of items used in
the computation to obtain a mean score.
The means and standard deviations of the subscale data of the
Teacher Professional Growth and Development Attitude Scale were then
derived using SPSS-X (Norusis 1983).

These data were used to provide

a professional, growth and development profile on each of the four
schools.
To answer research questions four and five, three analytical,
procedures were used, canonical correlation analysis, multiple
correlation analysis, and multiple regression analysis.
A canonical correlation analysis was used to estimate the
correlation between two sets of variables rather than individual,
variables.

T.t predicted the values of one

the values of variables in the other.

' ester of variables given

The se s analyzed were teacher

satisfaction and school climate, teacher 'satisfaction and professional
growth, and school climate and professional growth.

Hotelling's test

of significance was then applied to the canonical correlations.

T-tests and Pearson product moment correlations were calculated
using multiple correlation analysis.

This analysis determined the

relationships between the ten climate, and nine satisfaction subscales,
the. ton climate and nine professional growth and development attitude
subsea 1es, and the nine satisfaction and the nine professional growth
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and development attitude subscal.es.
significance was applied.

A t-test of statistical

A significance of t<.05 was chosen as

adequate to reach a conclusion of "significant difference" or
"significant relationship.”
Multiple correlation coefficients were calculated using a
multiple correlation regression analysis.

This statistic determined

the relative degree of contribution of a series of climate variables
in the. multiple prediction of satisfaction variables, or climate in
the multiple prediction of professional growth variables, and of
satisfaction in the multiple prediction of professional, growth
vari.Dles.

An F~test of statistical significance was applied.

A

significance of F<.05 was chosen as adequate to reach a conclusion
of "significant difference" or "significant relationship."

CHAPTER IV
RESULTS AND ANALYSIS

Introduction
This chapter included the reporting and analyzing of data that
were collected relative, to the research questions.

The purpose of this

study was to identify the relationships among teacher perceptions of
school climate, teacher satisfaction, and teacher professional growth
attitudes.

The study also provided climate, satisfaction, and

professional growth attitude profiles for each of the four schools
surveyed.
Following the introduction, the rest of this chapter was
organized into eight sections.
reported demographic data.

The first section, "Demographics,"

The second section, "School Climate

Measures," explored the patterns of school organizational climate by
providing data and profiles for each subscale of the N’ASSP School
Climate Survey and prc file's of the standard scores for the climate
subscales for each of the four schools surveyed.

The third section of

the chapter, "Teacher Satisfaction Measures," explored patterns which
were descriptive of teacher satisfaction.

Data and profiles for each

subscale of the NASSP Toucher Satisfaction Surv i\ .and pro! ties of :hi.
standard scores for the satisfaction subscales for each of the four
test schools were provided.

The fourth'section, "Professional Growth

and Development Attitude Measures," provided data and patterns which
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described professional growth and development attitudes of teachers.
A profile of the means of each ol the subsea1es was devised for each of
the four test schools.

The fifth, sixth, and seventh sections compared

data witic.h were derived using canonical correlation analysis, multiple
regression analysis, and Pearson’s product moment correlations to
explore relationships which existed among the subscales under analysis.
The fifth section, "Relationships between Measurements: Climate and
Satisfaction," explored any relationships which existed among the
subscales of climate and the subscales of satisfaction.

The sixth

section, "Relationships between Measurements: Climate and Growth,"
explored any relationships which existed among the subscales of
satisfaction and the subscales of professional growth attitudes.

The

seventh section, "Relationships between Measurements: Satisfaction and
Growth," explored any relationships which existed, among the subscal.es
of satisfaction and the subscales of professional, growth attitudes.
Finally, the last section provided a brief summary of results.
The tfr ee measures and their corresponding subscales were:
Climate
Variable
1

Subscale Name
Teacher-Student Relationships (quality of interpersonal
and professional relationships)
Security and Maintenance (the qualify of maintenance
and degree of security felt at school)
Administration, (how e£fective administrator ’s
communication is with different role groups ar.d in
setting high performance expectations for teachers and
students)
Student Academic Orientation (student attention to task
and concern for achievement)
Student Behavioral Values (student discipline and
tolerance for others)
Guidance (quality of academic and career guidance and
personal counseling available to students)
Student-Peer Relationships (students’ care and respect
)os one another and their mutual cooperation)
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8

9

10

Satisfaction
Vartable
l

3

4
3
6

8

9

Growth
Va r i.uble
j

3
h
5
6

Parents/Community/School Relationships (amount and
quality of involvement in school of parents and
community members)
Instructional Management (efficiency and effectiveness
of teacher classroom organization and 'use of classroom
time)
Student Activities (opportunities for actual
participation of students in school-sponsored
activities)

Subscale Name
Administration (reactions to administrator behavior of
concern, support, supervision, and praise for teacher
effort)
Compensation (salary, fringe benefits, financial
security)
Opportunities for Advancement (career advancement
through promotion or professional development or new
career roles)
Student Respect and Discipline (student conduct and
disciplinary practices in the school)
Curriculum and Jobs (school program and teacher
workload)
Co-Workers (personal and professional chatacteristics
and behavior of colleagues)
Parents and Community (levels of involvement and support
provided by parent and community members)
School. Buildings, Supplies, and Maintenance (quality
and availability of supplies and adequacy and
maintenance of building and grounds)
Communication (accuracy and availability of information
about important school events)

Subscale Name
Personal Satisfaction (teaching is a good and rewarding
career)
Personal Motivation (teaching is challenging and
stimulating when new teaching techniques are learned)
Role Commitment (there will always be job opportunities)
Role Performance Assessed by Others (improved teaching
results in positive response by others)
Role Expectations (others are concerned about teacher’s
prof css j.bno .1 imp rovem en l)
Personal. Role Expectations (involvement in professional
development is necessary to improve teaching)
Personal. Role Definitions (teaching and working with
young people is a dynamic activity)
Role Experience, (as teaching abilities improve, teaching
assignments improve)
Others Role Definit ions (fathers defined teaching as
requiring capable people to work with today’s youth)
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Demographics
The. schools surveyed were designated as Schools 10, 11, 1.2, and
I4.

These designators were used consistently throughout the study to

assure anonymity— a condition promised administrators when access was
requested.
The average age of the respondents to the survey was 42.6.
Fifty-one percent of the respondents listed their sex as male and
4? percent as female.

Two percent did not list gender.

Ninety-seven

percent of the res ponden ts listed their race as Caucasian, i percent as
other, and 2 percent did not list race. The average years of teaching
experience of the respondents was 17.2 years.

School Climate Measures
In order to answer the first research question. "What are the
characteristics of schools as measured by the NASSP School Climate
Survey?," the results of the survey were machine scored at Western
Michigan University.

Each school printout provided national normative

group means and standard deviations, local means, standard deviations,
and standard scores for each subscale.
included.

A group profile was also

A graph of standard scores for each school was aIso prepared.

(The results are presented in tables J through 4 and figures 1 through
8

.)
Table 1 presents the means, standard deviations, and standard

scores for School .10 and the national means and standard deviations of
the NASSP School Climate Survey.
The climate subscales fell within the standard score range of
forty to sixty which was designated as the "average" range on the
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TABLE 1
DATA NASSP SCHOOL CLIMATE SURVEY
SCHOOL 10, APRIL 1988

Scale Name

Items

Mean

Teach-Stud. Relat.
Security & Maint.
Admin is tration
Stud. Acad. Orient.
Stud. Behav. Values
Guidance
Stud.-Peer Relat.
Par./Comm./School
Instructional Manag.
Student Activities

1-12

13-19
20-25
26-29
30-32
33-36
37-40
41-44
45-51
52-55

46.2
30.3
22.1

12.5
10.4
16.3
13.9
13.8
25.4
15.4

School
S.D .

5.2
3.7
3.2
2.6
1.8
1 .7

1.9
2.6

3.8
•5

2

s.s.

48.0
54. 0
49.0
45.0
56.0
50.0
47.0
51.0
46.0
47.0

National
S.D.
Mean

4 7.7
28.4
22.8

14.1
9.0
16.1
14.8
13.2
27.4
.16.2

5.9
4.5
4.2
2.9
2.3
2.4
2.4
3.2
4.1
2.6

41

NASSP School.Climate Survey according to the NASSP manual describing the
survey.

The standard scores ranged from a high of fifty-six for

sub scale 5-Student Behavioral Values to a low of forty-five, for
subscale 4-Student Academic Orientation.
Figure 1 presents the mean raw score data for School 10 and
compares them to the national norms.
An '"X" representing the school, mean for each subset of the
survey was placed relative to a box showing the range of raw scores
within which two-thirds of the schools in the national norms sample
lay.

An ”X" within a rectangle indicated the scores of a "typical"

school, while an "X" outside of the rectangle showed atypical.ly nigh
or low results.
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lig. 1. Mean raw score profiles ■ot each subscale of the NASSP School Climate Survey of school
.10
compared to national norms.
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An examination of the profile in figure 1 showed that, the mean
raw scores for School 10 fell within the average range of two-thirds
of the schools in the national norms sample for all subscales of the
NASSP School Climate Survey.

Those ranking closer to the lower end of

the range may suggest closer examination.
Figure 2 depicts a profile of the standard scores for each
climate subscale of School 10.
The climate subscales for School 10 fell well within the
standard score range of forty to sixty or "average" range.

As described

in the NASSP manual, any score within one standard deviation of the mean
of fifty, in either direction, fell within the middle 68 percent of all
of the scores.

Standard scores of forty to sixty on the group profiles

were' interpreted as falling in the "average" range (HaIderson, Kelley,
and Keefe 1987, p. 30).

Standard scores above sixty were considered a

positive indicator or strength for the area of that particular subscale.
Those standard scores which were lower than forty identified an area
of. concern that should be examined.
Table 2 contains the means, standard deviations, and standard
scores for the ten subscales of the NASSP School. Climate S u r v e y for
School 11.

It also contains the national means and standard

deviaLions.
The climate subscale standard scores fell within the score
range of forty to sixty or the "average" range.

The standard scores

ranged from a high of fifty-five for Subscale 3-Student Behavioral
Values to a low of forty-three for Subscale 9-T.nstruetiona! Management .
Figure 3 presents the mean raw score profiles for each
subscale of the NASSP School Climate Survey of School 11 compared to
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TABLE 2
DATA NASSP SCHOOL CLIMATE SURVEY
SCHOOL 11, APRIL *1988

Scale Name

I terns

Teach-Stud. Relat.
Security & Maint.
Administration
Stud. Acad. Orient.
S tud. Behav. Values
Guidance
Stud.-Peer Relat.
Par./Comm./School
Instructional Manag.
S tuden t. Ac t:iviti es

13-19
20-25
26-29
30-32
33-36
37-40
41-44
45-51
52-55

N =54

1-12

School
S.D.
Mean

S.S.

47.6
25.7
22.5
12.3
10.4
15.6
14.5
14.0
24. L
15.3

50.0
44.0
50.0
44.0
55.0
48.0
49.0
52.0
43.0
47.0

6 .4
5.3
3.4
2.4
1.8

1.7
2.0

2.5
3.5
2.5

National
Mean
S.D.

47.7
28.4
22.8

14.1
9.0
16.1
14.8
13.2
27.4
16.2

5.9
4.5
4.2
2.9
2.3
2.4
2.4
3.2
4. 1
2.6
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p
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to
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10) Student Activities

'eg. 3. Mean raw score profiles for each subscale of the NASSP School Climate Survey of school 11
compared to national norms.
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the national norm.
Ait examination of the profiles Ln figure 3 showed that the mean
raw scores for School 11 fell within the average range of two-thirds
of the schools in the national norms sample for all subscales of the
NASSP School Climate Survey.

However, two climate subscales. Subscale

4-Studerit Academic Orientation and Subscale 9-Tnstruetional Management,
ranked closer to the lower end of the national range and indicated
potential areas of concern.
The standard scores for the subscales of climate of School 1'
are profiled in figure 4.

The scores fell within the standard score

range of forty to sixty or "average" range.
Table 3 contains means, standard deviations, and standard scores
of School 12 and the national means and standard deviations of the
NASSP School Climate Survev.

TABLE 3
DATA NASSP SCHOOL CLIMATE SURVEY
''SCHOOL"''!:’,' APRIL 1988

Scale Name

Teaeh-Stud. Rela t.
Secu r11 y & Main t.
Admin!strat ion
Stud. Acad. Orient.
Stud. Behav. Values
Guidance
Stud.-Peer Relat.
Par./Comm./School
Instructional. Man ag.
Student Ac tivities

Items

Mean

1-12

48.6
29.5
20.5
12.7

13-19
20-25
26-29
30-32
33-36
37-40
41 -4 4
4 5-51
52-55

10.8

15.4
13.5
13.4
24.7
15..

School
S.D.

4.9
4.2
L ,A
1 .9
1.5
2.1
2 .1

2.4
3.5
2.2

S.S.

51.0
52.0
45.0
46.0
57.0
47.0
45.0
50.0
44.0
47.0

National
Mean
S .D

A7 7
28.4
r

22.8

14.1
9.0
16. .1
14.8
1 3.2
27.4
.1 6 .2

5.9
A .5
/ «c
o'
2 .9
3.
2 .A
. 1 .4
3.2
4 .!
2.6
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The standard scores of the climate subscales fell within the
average standard score range of forty to sixty.

Standard scores ranged

from a high of fifty-seven for Subseale 5-Student Behavioral Values to
;> low of forty-four for Subscale 9-Instruct.ional Management.
Figure 5 depicts profiles of the. ten climate subscale mean raw
scores of School 12 and compares them to the national range of scores.
An examination of. the profiles in figure 5 showed that the
mean raw scores of School 12 fell within the average range of two-thirds
of the schools in the national norms sample for all subscales of the
NASS? School Climate Survey.

Subscale 7-Student-Peer Relationships

ranked very close to the bottom end of the range which suggested a need
for further examination.
Figure. 6 provides a profile of the standard scores of School 12
for each subscale of the NASSP School Climate -Survey.
The standard scores of the subscales of climate of School 12
fell within the average standard score range of forty to sixty.
Table 4 provides means, standard deviations, and standard
scores :or the NASSP School Climate Survey as well as national means
and standard deviations of School 14.
All but one of the standard scores for climate subscal.es of
School 14 fell within the forty to sixty range of standard scores.
Standard scores ranged from a high of fifty-three for Sub scale 5-Student.
Behavioral Values to a low of thirty-nine for Subscale 3-Adm.inisfration.
Figure 7 provides the mean raw score profiles of School 14 and
compares them to the national range of raw scores of two-thirds of
schools in the national sample.
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TABLE 4
DATA NASSP SCHOOL CLIMATE SURVEY
“ school '14. MA.i 938

Scale Name

Teach-Stud.. Relat.
Security S Maint.
Admin is trat ion
Stud. Acad. Orient.
Stud. Behav . Va1 ues
Guidance
Stud.-Peer Relat.
Par./Comm./School
Instrue tiona1 .Manap
Student Activities

Items

1-12

1.3-19
20-25
26-29
30-32
33-36
37-40
41—(
/
44
4 5-51
52-55

School
S.D .
Mean

46.2
26.3
17.9
12.6

9.8
1 5.3
13.6
11.6

24.9
14.5

7.2
3.9
4.8
3.2
2.3
I.9
2.5
3.2
4.3
2 .9

S.S.

48.0
46.0
39 .0
45.0
53.0
47.0
45.0
45.0
44.0
44.0

Nat ional
Mean
S.D.

4 7.7
28.4
22.8

14.1
9.0
16.1
14.8
13.2
27.4
16.2

N - 37

O

5.9
4.5
4.2
2.9
2.3
2.4
2.4
3.2
4.1
2.6

o
N>

Teach -Stud . Relat.
Secur ity & Maine.
3) Adminis era tion
4) Stud. Acat! . Orient.
0
2)

5)
6)
7)
3) Far./ Comin./School

Fig 7. Mean raw score profiles for eai
con pared to 11,
ational norms.

9) Instructional Manag.
10) Student Activities
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An examination of the raw score profile in figure 7 showed that
the raw scores of School 14 fell within the average range of two-thirds
of the schools in the national, norms sample for nine subscales of the
NASSP School Climate Survey with SubseaLe 10-Student. Activities
falling at the lower end of the range.

Subscale 3-Administration fell

below and outside, of the average range of the national norm and would
represent an area of concern.
Figure 8 reveals the standard score profile lor the subscales
of the NASSP Teacher Satisfaction Survey of School 14.

Nine of the

standard scores fell into the forty to sixty range or normal range of
scores.

/However, Subscale 1-Administration had a standard score of

thirty-nine and would be an area, in need of attention.
The data for climate in the four schools fell within the normal
range for schools across the United States indicating that these four
schools may be typical of what one would expect in other high schools.
Subscale. 4-Student Academic Orientation, Subscare 7-Student-Peer
Relationships, Subscale 9-Instructional Management, and Subscale
10-Student Activities consistently fell near the bottom of the normal
range, in the four schools surveyed.

In these schools those climate

areas may be areas in need of attention.

School 14 was the only one

of the four which had any means outside of the "average" national
range.

In this school Subscale 3-Admin is tra'tion was apparently an area

of concern.

Subscale 5-Student Behavioral Values consistently telJ

near the upper normal range for all four schools.

Subscale

1.-Teacher-Student Relationships .fell in the middle of .the range for
the four schools.
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Teacher Sat isfactLon Measures'
In order to answer the second research question. "What are the
characteristics of schools as measured by the NASSP Teacher Satisfaction
Survey?," surveys were sent to Western Michigan University for scoring.
Each school printout provided national, normative group means and
standard deviations, local means, and standard scores for each subscale.
A group profile of the mean raw scores.compared to the national range
of raw scores was also provided.

Two-thirds of the schools in the

national sample fell into this range.
this range was considered typical.
were considered atypical.
were also completed.

A mean raw score falling within

Those falling outside this range

Profiles of standard scores for each school

(The results of the satisfaction data are

presented in tables 5 through 8 and figures 9 through 16.)
Table 5 presents the means, standard deviations, and standard
scores front the NASSP Teacher Satisfaction Survey for School 10 as well
as the means and standard deviations for the national, norms sample.
All of the. standard scores fell within the forty to sixty range
of standard scores.

The standard scores ranged from a high of

fifty-one on four subscalcs. Subscale 1-Administration,
SubseaJe 2-Compensation, Subseale 3“Opportunities, and.Subseale
8 -Building,

Supplies, to a low of forty-eight for Subscale 6 -Co-workers.

figure 9 depicts the mean raw score profiles of School 10
represented by an "X" for each subscale of the NASSP Teacher Satisfaction
Survey and compares them to the range of the national norms which were
renreseni;ed by the r1>c.taiig3es ,
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TABLE 5
DATA NASSP TEACHER SATISFACTION SURVEY
SCHOOL 10 , APRIL 1988

Scale Name

Adm inistra tion
Compensation
Ooportunities
Student Resp. & Disc.
Curriculum and Jobs
Co-workers
Parents and Cothurni).
Buildin,a,, Supplies
Communication
N - 41

Items

1-8

9-13
14-17
18-22
23-29
30-36
37-42
43-49
30-56

Mean

29.8
15.4
11.3
15.5
25.1
27.6
18.1
26.3
24.8'

School
S.D .

6.2
4.6
3.6
3.9
5.5
5.1
4.9
5.0
5.7

S. S.

National
S.D.
Mean

51.0
51 . 0
51.0
49.0
49.0
48.0
49.0
51.0
50.0

28.8
14.7
10.9
16.3
25.7
28.6
18.9
25.4
24.5

6.9
4.7
3.7
4.4
4.7
4.5
4.8
5.3
5.2

40
35
30

RAW

9
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O
00
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20
15
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10

3
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3) Opportunities

r

9•

Mean

r aw

5

6

'*) Student Resp. and Disc.
5) Curriculum and Jobs
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2)

S a t i s f a c t i on

4

score

Survey

of

profLLes
school

1.0

8

9

') Parents and Community
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9) Communication
8)

tor e eh satisfaction subscale of the NASSP Teacher
compared to national norms.
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An examination of the raw score profile in figure 9 revealed
that the mean raw scores for School 1.0 fell within, the normal range of
scores on the. national sample for all nine subscales of the NASSP
Teacher Satisfact Ion Survey.
Figure 10 illustrates a profile of standard scores for each
subscale of the NASSP Teacher Satisfaction Survey for School 10.

The

standard scores revealed a school which is "average" for ail. nine
subseales. which were close to the middle range of fifty.
Table 6 contains means, standard deviations, and standard
scores' for subseales of the NASSP Teacher Satisfaction Survey for
School 1.1 as well as national means and standard deviations.
The standard scores fell within the "average" range of forty
to sixty.

They ranged from a high of fifty for Subscale 1-Administration,

Subscale- 6 --Go-workers, and Subscale 7-Parents and Community to a. low of
forty-five for Subscale 4-Student Respect: and Discipline and
Subseaie. 8 -Building, Supplies.
Figure 31. provides the mean raw score profiles for each subscale
of the NASSP Teacher; Satisfaction Survey for School 11 as well, as the
range within which two-thirds of the sample schools in the national
sample fell.
The. mean, raw scores of the nine satisfaction subseales for
School .11 fell within the normal ranges of scores on the national sample
for all nine, subseales of the NASSP Teacher Satisfaction Survey.
Figure 12 depicts a profile of the'standard scores of the
nine subscales of the•NASSP Teacher Sat is fact.Lou Survey for School li.
All. nine, subseaie standard scores fell within the average range
of forty to -sixty.

The standard scores -ranged from a 'high of fiftv for
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TABLE 6
DATA NASSP !EACHER SATISFACTION SURVEY
SCHOOL 11, APRIL 1988

Scale Name

Items

School
Mean
S .D ,

Administration
Compensation
Op portuniti.es
Student Resp. & Disc.
Curriculum and Jobs
Co-workers
Parents and Coromun.
Bu i1d in g , Sup p 1j.es
Common icat ion

1-8
9-13
14-17
18-22
23-29
30-36
37-42
43-49
50-56

28.2
14.0
10.6
14.1
24.7
28.7
19.3
22.5
23.9

N - 55

5.8
4.2
3.5
4.7
3.8
3.5
4.3
4.7
4.7

S.S.

National
S.D.
Mean

50.0
49.0
50.0
45.0
48.0
50.0
50.0
45.0
49.0

28.8
14.7
10.9
16.3
25.7
28.6
28.9
25.4
2&, 5

6 -9
4.7
3.7
U„
4.7
4.5
4.8
5.3
5.2
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Fig. 11. Mean raw score profiles for each satisfaction subscale of
the NASSP Teacher
Satisfact ion Survey of schooL 11 compared to national norms.
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Subscale 1-Administration, Subscale 3-Opportunities,
Subscale 6 -Co-workers, and Subscale 7-Parents and Community to a low
of forty—five for Subscale 4-Student Respect and Discipline and
Subscale 8 -Building, Supplies.
Table 7 presents the means, standard deviations, and standard
scores from the NASS? Teacher Satisfaction Survey for School J2 as well
as the means and standard deviations for the national norms sample.

TABLE 7
DATA NASSP TEACHER SATISFACTION SURVEY
~ SCHOC 1.7 12 r APRI.T7 1988 ~

Sea l.e Name

Tterns

Adm inis trat ion
Compensa ti.on
Op po rtunit ies
Student Resp. & Disc.
Curriculum and Jobs
Co-workers
Parents and Common.
Building, Supplies
Communication

9-13
14-17
18-22
23-29
30-36
37-42
43-49
30-56

1-8

Mean

School
S.D.

24.0
16.8
11.4
15. 1
27.0
26. S
18.7 .
27.4
23.1

7.2
4.7
3.0
3.1
2.8
2.8

3.5
3.7
5.8

National
S. S,

Mean

S.D.

44.0
5 4. 0
51.0
4 8 .0
52.0
4 6 .0
50.0
5 3. 0
48 . 0

28.8
14.7
10.9
16.3
25.7
28.6
18. 9
25.4
24.5

6. 9
4.7
3.7
4. 4
4.7
4.5
4.8
5.3
5.2

N - 41

Figure 13 presents the raw score means of School 12 represented
by an "X" for each subscale of the MASSP Teacher SatisfactLpn Survey
and compares them to the range of the national norms which were
represented by the rectangles.
An examination of the mean raw score data presented in
figure 13 revealed that the scores fell within the average range on a 11
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nine of the satisfaction subscales.
Figure 14 depicts the standard score profile of each oi the
nine satisfaction subsc.ales of the NASSP Teacher Sat isfaction Su nrev
for School 12.

A1.1. nine subsea less fell within the "average" range of

forty to sixty.
Table 8 contains the means, standard deviations, and standard
scores from the NASSP Teacher Satisfaction S u r v e y for School 1.4 as
well as the means and standard deviations for the national norm sample.
The standard scores ranged from a high of fifty-three for
Subscale 2-Compensation to a low of forty-one for •Subscale 9-Comrouni.cat ion.
The score for Subscale 1-Administration, was forty-two and fell near the
bottom of the average range of forty to sixty.
Figure 15 presents the raw score means of School 14 represented
by an "X" for each subscale of the NASSP Teacher Satisfaction Survey
and compares them to the range of national norms which are represented
by the rectangles.
An examination of the profiles in figure 15 showed that the raw
scores for School .14 fell within the average range on eight of the nine
satisfaction subscal.es.

Subseal.e 9-Communication foil outside of and

below the normal range, and -Subscale 1-Administration fell at the lower
end of the range as did Subsonic 4-Student Respect and tn.seipi ine.
Subsea.le 9 suggested an area of concern and Subsonic 1 and Subsea.i e 4
might be. examined more closely.
Figure 16 provides a profile, of the standard scores of: the
Satisfaction subseaTes ori the NASSP Teacher Satisfaction Survey.

Tin.

satisfaction subsCal.es for School 14 fell within the. standard score range
of forty to sixty or "average" range.

Two subsc.ales, Administration and
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TABLE 8

DATA NASSP TEACHER SATISFACTION SURVEY
SCHOOL 14 , MAY 1988

'Ic ».le

Name

Aciniinistration
Compensation
Opportunities
Student Resp. & Disc
Curriculura and Jobs
Co-workers
Parents and Common,
Building, Supplies
Communication
N»

38

Items

School
S.D.
Mean

1-8
9-13
14-17
J8-22
23-29
30-36
37-42
43-49
50-56

23.1
16.5
11 .0
13.5
25.8
26.7
18 .9
23.0
19.3

7 .3
3.8
3 .3
5 .0
4.0
4.8
5.2
4.1
5.5

s.s.

National
S.D.
Mean

42.0
53.0
50.0
44.0
50.0
46.0
50.0
46.0
4 1 .0

28.8
14 .7
10.9
16.3
25.7
28.6
18.9
25.4
24.5

6.9
4.7
3.7
4.4
4 ./
4.5
4 .8
5.3
5.2
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2.
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rig. 15. Mean raw score profiles of each subscaLe of the NASS-P Teacher Satisfaction Survey of
school 14 compared to national norms.
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Communication, fell at the lower end of the standard score range with
scores of forty-two and forty-one, respectively.

/Vs indicated with

the raw score comparisons, these two lower scores indicated potential
areas of concern for this school since they were areas where the
teachers were demonstrating dissatisfaction.
The profiles of five of the nine standard scores of School 14
fell at forty—six or below on the nationally ndrmed scale.

Three of

the scores were at the mean of fifty and only one ranked slightly above
the mean.
The data for satisfaction in the four schools fell, within the
normal range for schools across the United States indicating that these
four may be typical of what one would expect in other high schools.
Subscale 4-Student Respect and Discipline fell in the .lower range in
three of the schools and the middle range in one of the schools.
School 14 was the only school which had a subscale which fell outside
of the lower range. Subscale 9-Communication.

This would appear to be

related to the data on climate where this school fell outside the range
in the subscale area of administration.

Subscale 9-Communication fell

within the middle range for the other three schools.

Subscale

2-Compensation. Subscale 3-Opportunities, Subscale 5-Curric.tilum and
Jobs, and Subscale 7—Parents and Community consistentlv fell in the
'middle of the range in all four, schools.

Subscale. 6 -Co-workers and

Subscale 8 -Building, Supplies were split with two schools in the middle
of the range and two schools near the lower end of the national range.

Professional Growth and Development
A1t itude Mea sures
To answer research question three, "What are the characteristics
of schools' as measured by the Teacher Professional Growth and
Development Attitude Scale?," means and standard deviations o) the
growth subscale data were computed and displayed.

The means were then

graphed to provide a profile for each of the four schools used in tne
study,.

(Tables 9, 10, 11, and 12 and figures 17, 18, 19. and 20

provide the data to answer this question.)
Table 9 details the individual growth variable (sub-scale) means
and standard deviations for School 10.

Forty-one valid responses were

received.

TABLE 9
PROFESSIONAL GROWTH AND DEVELOPMENT ATTITUDE
MEANS AND STANDARD DEVIATIONS, SCHOOL 10

Gr owt h Va riab1e

Mean

Standard Devint.Ion

1
2
3
A
5

4. A 1
A .'30
A .J0
3,71
3.00
A.28
4.42
3.65
4,73

.68

6

7
8

9

Personal Satisfaction
Personal Motivation
Role. Commitment
Role Perform Assesd Qthrs
Rofe Expectations
Personal Role Expectations
Personal Role Definitions.
Role Experience
Others * Role Definitions

.57
J .13
.82
1 .37
.31
.58
1.46
* J

N ~ 41 (Variable 8 had one less response. L - 40)

Va 1id
>
4/i
A1
41
41
A.
!
41
Ai
40
41

122
Figure 17 provides a profile of the means of professional
growth and attitude development subscales for School 10.

The survey

data were based on a Likert: scale ranging from Strongly Disagree (1),
Disagree (2). Agree (4), and Strongly Agree (5).

A three (3) on the

scale represented a neutral attitude.
The data from figures 17. 18, 19, and 20 were interpreted in
the following manner: 4.5 to 5—Strongly Agree, 3.5 to 4.5-Agree.
2.5 to 3.5-Neutral, 1.5 to 2.5-Disagree, and below 1.5-Strongly Disagree.
The professional growth and development attitude means for
each of the nine subscales for School 10 ranged from 3.00 for Growth 5
to 4.73 for Growth 9.

All of the results fell within the neutral to

strongly agree range.

The teachers in this school exhibited a

generally positive attitude toward perceptions of professional growth
and development.

Growth variables 3, 5, and 8 exhibited higher than

typica.1 va r i.abi1 .
1 1.y .
Growth 1-Personal Satisfaction had a mean of 4.41 and, a
.standard deviation (s.d.) of .6 8 . The teachers in School 10 agreed
that teaching was a good and rewarding career.
Growth 2-Personal Motivation had a mean of 4.50 and a s.d. of
,57,

Teachers in School 10 strongly agreed that teaching was

challenging and stimulating'when new teaching'-techniques were 1 earned.
Growth 3-Role Commitment had a mean of 4.10 and a s.d. of 1.13.
The teachers in School 10. agreed that there would always be fob
opportunities for good teachers.

Considerable variability characterized

tcache) responses to this variable.
Growth 4-Role Performance Assessed by Others had a mean of
3.71 and a s.d. of ,82.

The.teachers agreed that improved teaching

Strongly
Agree

Agree

Neutral

3— !~
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resulted in positive response by others.
Growth 5-Role Expectations had a mean of 3.00 and n s.d. of
1.37.

Teachers in this school were neutral but exhibited considerable

variability in their perceptions about others’ concern for their
professional improvement.
Growth 6 -Personal. Role Expectations held a mean of 4.28 and a
s.cl. of .51.

Teachers in this school, agreed that involvement in

professional development was necessary to improve teaching.
Growth 7-Personal Role Definitions had a mean of 4.42 and a.
s.d. of .58.

Teachers in this school agreed that teaching and working

with young people was a dynamic activity.
Growth 8 -Role Experience had a mean of 3.65 and a s.d. of 1.46.
Teachers agreed that as teaching abilities improve, teaching
assignments improve.

Considerable variability characterized teacher

responses to this variable.
Growth 9-Others' Role Definitions had a mean of 4.73 and a
s.d. of .45.

Teachers strongly agreed that others defined teaching as

requiring capable people to work with today’s youth.
Table 10 details the individual growth variable (subscale)
means and standard deviations for School 11.

Fifty-five valid

responses were received.
Figure 18 provides a profile of means of professional growth
and attitude development subscales for School 11.

The survey data

were based on. a Likert scale ranging from Strongly Disagree (.1),
Disagree (2), Agree (4), and Strongly Agree (5).
scale represented a neutral attitude.

A three (3) on the
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TABLE 10
PROFESSIONAL GROWTH AND DEVELOPMENT ATTITUDE
MEANS AND STANDARD DEVIATIONS, SCHOOL 11

Growth Variable

Mean

Standard Deviation

Valid N

i
2
3
4
5

4.17
4,54
4.02
3.49
2.87
4.33
4.51
3.07
4.73

.66
.44
1.07
.82
.97
.56
.62
1.36
.45

55
55
54
55
55
55
55
54
55

6

7
8

9

Personal Satisfaction
Personal Motivation
Role Commitment
Role Perform Assesd Othrs
Role Expectations
Personal Role Expectations
Personal Role Definitions
Role Experience
Others' Role Definitions

N ~ 55 (Variable 8 had one less response. N = 54)

St&onglv
A'sree

5

©
a
Agree

aeu

Strongly
Disagree

921

Disagree

1—

l
L

iL

G

I)
0\
“ /
3)

O

Personal Satisfaction
Personal Mo tivat ion
Ro 3.e Comrai r.men c

5
row tii Variables

■k

3

6

/

4) Role Perform Assesd Othrs
5) Role Expectat;ions
Personal Role Ex pec Cations
6)

8

9

7) Persona 1 Role Def
Role Experience
8)
9) Others! Sole Def.

rofile of prof -2 ss ional growt h and developirlent at titude means- -school

11
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The professional growth and development attitude means for
each of the nine subscales for School 11 ranged from 2.87 for Growth 5
to 4.73 for Growth 9.

A11 nine of the subscale results fell within

the neutral to strongly agree range.

The teachers in this school

exhibited a generally positive attitude toward perceptions of
professional growth and development.

Growth variables 3 and 8

exhibited higher than typical variability.

Variability lor growth

variable 5 was also quite high.
Growth 1-Personal Satisfaction had a mean of 4.17 and a
standard deviation (s.d.) of; .6 6 . The teachers in School 31 agreed
that teaching was a good and rewarding career.
Growth 2-Personal Motivation had a mean of 4.54 and a s.d. of
.44.

Teachers in School 11 strongly agreed that teaching was

challenging and stimulating when new teaching techniques were learned.
Growth 3-Role Commitment- had a mean of 4.02 and a s.d. of 1.07.
The teachers in School It agreed that there would be job opportunities
for good'teachers in the future.

Considerable variability

.characterized teacher responses to this variable.
Growth 4--Ro.le Performance Assessed by Others had a mean of
3.49 and a s.d. of .82.

Teachers in this school were neutral regarding

whether improved teaching resulted in positive response by others.
Growth 5-Role Expectations had a mean of 2.87 and a s.d. of
.97.

Teachers in this school were neutral regarding whether others

cared ;*fbout their improvement, of their teaching.
Growth 6 -Personal Role Expectations had a mean of 4.33 and a
s.d. of .56.

Teachers in this school, agreed that involvement, in

professional development was necessary to improve teaching.
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Growth 7-Personal Role Definitions had a mean of 4.51 and a
s.d. of .62.

Teachers in this school strongly agreed that teaching

was a dynamic activity working with young people.
Growth 8 -Role. Experience had a mean of 3.07 and a s.d. of
1.36.

Teachers were neutral about their attitudes that as teaching

assignments improve, teaching abilities improve.

Considerable

variability characterized teacher responses to this variable.
Growth 9-Others' Role Definitions had a mean of 4.73 and a
s.d. of .45.

Teachers strongly agreed that others defined teaching as

requiring capable people to work with today's youth.
Table 11 details the individual growth variable (subscale)
means and standard deviations for School 12.

Forty-one valid responses

were, received.

TABLE 11
PROFESSIONAL GROWTH AND DEVELOPMENT ATTITUDE
MEANS AND STANDARD DEVIATIONS, SCHOOL 12

Growth Variable

Mean

Standard Deviation

1 Personal Satisfaction
2 Personal. Motivation
3 Role Commitment
4 Role Perform Assesd Oth rs
•5 Role Expectations
6 Personal Role Expectations
7 Personal Role Definitions
8 Role Experience
9 Others' Role Definitions

4.34
4.43
3.97
3.56
2.97
4.24
4.42
3.20
4.51

.48
.44
1.08
.65
.99
.53
.54
1.23
.51

41

Valid

4.1
41
41
41
41
41
41
41
41
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Figure 19 provides a profile of means of professional growth
aid attitude development subscales for School 12.

The survey data

vitc. based on a Likert scale ranging from Strongly Disagree (1).
)isagree (2), Agree (A), and Strongly Agree (5).

A three (3) on the

scale represented a neutral attitude.
The professional growth and development attitude means for
each of the nine Subscales for School 12 ranged from 2.97 for Growth 5
to 4.51 for Growth 9.

All nine of the subscale results fell within the

neutral to strongly agree range.

The teachers in this school exhibited

a generally positive attitude toward perceptions of professional growth
and development.

Growth variables 3 and 8 exhibited higher than

typical variability.

Variability for growth variable 5 was also quite

high.
1

Growth l-Personal Satisfaction had a mean of 4.34 and a

standard deviation (s.d.) of .48.

The teachers in School 32 agreed

that teaching was a good and rewarding career.
Growth 2-Personal Motivation had a mean of 4.43 and a s.d. of
.44.

Teachers in School 3.2 agreed that teaching was challenging and

stimulating when hew teaching techniques were learned.
Growth 3-Role Commitment had a mean, of 3.-97 and a s.d. of 1.08.
The. teachers -in School 12 agreed that there would be job opportunities
for good teachers.

Considerable variability characterized teacher

responses to this variable.
Growth 4-Role Performance Assessed, by Others had a mean of
3.56 and a s.d. of .65.

Teachers agreed that improved teaching

resulted in positive response by others.

Strongly

:> —

Agree

4 —

Neutral

3 —-
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Disagree

Strongly
Disagree

4

5

6

Growth Variables .
1)
2)

Personal Satisfaction
Pers-anal Motivation
3) Role Conanitme nt

Fig. 19.

4)
5)
6)

7) Personal Role Oef
8) Role Experience
9) Others’ Role Del.
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Growth 5-Role Expectations had a mean of 2.97 and a s.d. of
.99.

Teachers in this school were neutral about the statement: that,

othersj oared about their improvement of their teaching.
Growth 6 -Personal Role Expectations had a mean of 4.24 and a
s.d. of .53.

Teachers in this school agreed that involvement in

professional development was necessary to improve teaching.
Growth 7-Persona]. Role Definitions had a mean of 4.42 and a
s.d. of .54.

Teachers in this school agreed that teaching was a

dynamic: activity working with young people.
Growth 8 -Role Experience had a mean of 3.20 and a s.d. of
1.23.

Teachers were neutral but exhibited considerable variability

about their attitudes that as teaching abilities improve, teaching
assignments improve.
Growth 9-Others' Role Definitions haci a mean of 4,51. and a
s.d. of .31.

Teachers strongly agreed that others defined teaching

as requiring capable people to work with today's youth.
Table 12 details the. individual growth variable (subscale)
means and standard deviations for School 14.

Thirty-eight valId

responses were, received.
Figure 20 provides a profile of the means of professional
growth and attitude development subscalos for School 14.

The survey

data were based on a Likert scale ranging from Stronglv Disagree (!),
Disagree (2), Agree (4), and Strongly Agree (5).

A three (3) on the

scale)represented a neutral attitude.
The professional growth and development attitude means for
each of the nine subscales for School 14 ranged from 2.72 for Growth
to 4.63 for Growth 9.

All nine of the sub'scalc results fell within

TABLE 12
PROFESSIONAL GROWTH AND DEVELOPMENT ATTITUDE
MEANS AND STANDARD DEVIATIONS, SCHOOL 14

Growth Variable

Mean

Standard De

1
2
3
4
3

4.38
4. 50
3.88
3.43
2.72
4.02
4.28
3.29
4.63

.45
.70
1.09
.80
.98
.88
.81
1 .35
.54

6

7
8

9

Personal Satisfaction
Personal Motivation
Role Coranitmen t
Role Perform Asscsd Othrs .
Role Expectations
Personal Role Expectations
Personal Role Definitions
Role Experience
Others’ Role Definitions

Strongly
Agree

5

Agree

Neutral
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Disagree

St r o n g ly

Disagree

l— f
i
l
i

1

2

3

Personal Satisfaction
Personal Motivation
3) Role Commitment
1)
2)

Fig. 20.

5
6
4
Growth Variables

7

4) Role Perform Assesd Othrs
5) Role Expectations
6 ) Personal Role Expectations

8

9

7) Personal Role Def
8 ) Role Experience
9) 0 1 hers' Role Def.
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the neutral to strongly agree range.

The teachers in this school

exhibited a generally positive attitude toward perceptions of
profep ;ional growth and development.

Growth variables 3 and 8

exhibited higher than typical variability.

The variability of growth

variable 5 was also quite high.
Growth 1-Personal Satisfaction had a mean of 4.38 and a
standard deviation (s.d.) of .45.

The teachers in School 14 agreed

that teaching was a good and rewarding career.
Growth 2-Persona.I Motivation had a mean of 4.50 and a. s.d. of
.70.

Teachers in School 14 strongly agreed that teaching was challenging

and stimulating when new teaching techniques were learned.
Growth 3-Role Commitment had a mean of 3.88 and a s.d. of 1.09.
The teachers in School 14 agreed that there would be job opportunities
for good teachers in the future.

Considerable variability characterized

teacher responses to this variable.
Growth 4-Role Performance Assessed by Others had a mean of 3.43
and a s.d. of ,80.

The teachers were neutral regarding whether

improved teaching resulted in positive response by others.
Growth 5-Role Expectations had a mean of 2.72 arid a s.d. of .98.
Teachers in this school were neutral about their attitudes that others
cared about their improvement of their teaching.
Growth 6 -Personal Role Expectations had a mean o1" 4.02 and a
s.d. of .8 8 . Teachers .in this school agreed that involvement in
professional development was necessary to improve teaching.
Growth 7-Personal Role Definitions had a mean of 4.28 and a
s.d. bf .81.

Teachers in this school agreed that teaching was a

dynamic activity working with young people.

Growth 8-Role Experience had a mean of 3.29 anc! a s.d. of 1.35.
Teachers were neutral but exhibited considerable variability regarding
whether as teaching abilities improve, teaching assignments Improve.
Growth 9-Others' Role Definitions had a mean of A .63 and a
s.d. of .54.

Teachers strongly agreed that others defined teaching ns

requiring capable people to work with today’s youth.
The data from all four schools were similar.

Teachers general]

exhibited positive attitudes toward professional growth and development
on at least eight of the growth attitude subscales.

They were neutral,

about the attitudes others have toward their professional improvement.

Relal iunships between Measurements; Climate
and Satisfaction
To answer research question four. "What relationships exist
between teacher perceptions of school climate as measured by the
NASSP Schqol_ Climate Survey and teacher job satisfaction as measured
by the NASSP Teacher Satisfaction Survey?," canonical correlation
analysis, multiple regression analysis, and Pearson’s product-moment
correlations were derived.
table 25.)

(See tables 13, 14, 15, and appendix

An examination of the data in tables 13, 14, 15, and

appeijdix table 25 revealed several relationships among (.he nine
subscjales of satisfaction and the ten subscales of climate.

The

tables included in the text contain summaries of selected data while
those in the. appendices reported more complete data.
The canonical analysis which was examined by employing
satisfaction as the dependent variable and climate as the independent,
variable revealed an overall significant correlation between
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TABLE 13
MULTIVARIATE. TESTS OF SIGNIFICANCE BETWEEN
SATISFACTION AND CLIMATE

Test

Ho tel1ings

Value

Approx. F.

Hvpoth.

Error DF

Sig. of F

3.41

5.42

90.00

1289.00

p< . 0 0 1

satisfaction and climate.

The. correlation was significant at the .001

level.
Table 14 includes data which summarized the significant
multiple correlation results between the subscales of satisfaction and
each|climate variable.
Eight of. nine multiple, correlations (Mult R) were significant
at the p<-05 level and the square multiple R (SqMultR) ranged from .14
for Satisfaction Variable 2 (Sat.Var.)-Compensation to .46 for
Satisfaction 4-Student Responsibility and Discipline.

The term

coefficient of multiple determination (SqMultR) is the proportion of
variance that two or more variables have in common.

In this case.

Satisfaction 2 had .14 or 14 percent of the variance in common with
climate variables.

Satisfaction 4, on the other hand, had 46 percent

of the variance in common with climate variables.

The closer the

value of SqMultR is to one, the greater the relationship among the
variables.

Other figures under the SqMultR column arc to be read in

the same manner.
The right-hand column of table J.4 (Sip. 0 1i.mVar/PriorOrd)
reported the climate variables which showed, a relationship to the

TABLE .14
SUMMARY OF RELATIONSHIPS:: SATISFACTION TO CLIMATE

Stiti.Vcif >

1
2

3
A
■j
6

Mult. R

HypoMS

ErrorMSS

F

.44
.14
.15
*46
.25
.19
.43
.36
.45

.66
.38
.33

5.58
1.37
1.67
5.43
1.92

.47
.73
.64
.42
.38
.27
.34
.35
.37

11.81
2.56
2.64
12.84
5.11
3.7 1
11.40
8.95
12.58

.68

.50
.44
.65
.61
.67

1.0 1

3.84
3.15
4.62

Sig CLimVar
PriorOrd

Sig F

.0 00
.007
.005
.00 0
.000
.0 00
.000
.000
.0 00

3, 7
? 7
—

5, 4
10, 4, 3, 9
1 , 10
4, 8
2 , 10
'
o

7
o
9

SqMu IL'.R

i

1

p<.05

1.38
satisfaction variables significant at the .001 to .05 level.
Referring to the first line in that column. Climate Variable 3 indicated
a relationship of greater significance with Satisfaction 1 (Sat.Var.)
than Climate Variable 7 indicated.

The relationship between Climate

Variable 3 and Satisfaction Variable 1 was found to he significant at
the .001 level.

This meant that the possibility of the results

occurring by chance was less than .001 (.1 percent).

The relati'onship

of Climate Variable 7 and Satisfaction Variable 1 was found to be
significant at the .05 level.

These, data were determined by examining

the Significance of X column from table 2.5 (Regression Analysis for
within Cell-Climate Independent Variable Satisfaction Dependent
Variable/Dependent Variable Satisfaction 1) in the appendices.

The

variables were then listed in table 14 in order of priority with those
showing a greater degree of significance listed first followed by those
of lesser significance.
The positive significant predictors in a stepwise .fashion of
Satisfaction 1-Administration were the Climate Variables 3-Administration
(pc.001) and 7—Student—Peer Relationships (p<.05) in order of priority.
All other variables were not significant predictors.
The significant predictors ot Satisfaction 2—Compensation were
Climate 2-Security and Maintenance (p-'.Ol) and 7-Parents and Community
(p<.03).

All other variables were not significant predictors.
There were no significant predictors of Satisfaction

3-Opportunities for Advancement among any of the Climate subsea]es.
The significant predictors of SatisJ action 4-Student
Responsibility and Discipline were Climate 5-Student Behavioral Values
(p* -601) and 4—Student Academic Orientat ion (pc.OOl) .
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The significant predictors in order of priority of Satisfaction
5-Curriculum and Job Tasks were Climate 10-Student Activities,
4-Student Academic Orientation, 8 -Parent/Community/School Relotionships,
and '9-I.nstructionai Management, all at: p<-05.
The significant predictors of Satisfaction 6 —Co-workers were
Climate 1-Teacher—Student Relations (p<.001) and 10-Student Activities
(P<.01)
The significant predictors of Satisfaction 7‘-Parents and
Community were Climate 4-Student Academic Orientation (p<.001) and
8 -Parent/Community/School

Relationships (pc.001) in order of priority.

The significant '.predictors of Satisfaction 8 -School Buildings,
Supplies, and Maintenance were Climate 2-Security and Maintenance
(pc.OOJ) and 10-Student. Activities (p<.01).
The significant predictors of Satisfaction 9-Communication were
Climate 3-Administration, 6 -Guidance, and 10-Student Activities.
Table. .15 summarises the significant predictors of Climate to
Satis fact Lon.
Few patterns of significance were revealed by this summary.
Eight of the nine, satisfaction subscales showed significant
relationships with at least one climate subscale.

Satis fad: Lon

3-Opporfrunities for Advancement .showed no significant relationships''
with any of the ten climate subseales.

Satisfaction 5-Studeut

Responsibility and Discipline exhibited the largest number, four, of
signif icant relat ionships to climate subscales.

This was followed by

Satisfaction' ^Communication which showed three significant,
relationships.

All other satisfaction subseaJes exhibited two or less

significant relationships. .All climate subseales were signif Leant

LAO

TABLE 15
SUMMARY OF SIGNIFICANT CLIMATE PREDICTORS
OF SATISFACTION

Satisfactiou

Climate
5
6

10

*Significant predictors of satisfaction

predictors of satisfaction in at least one instance.

Climate 10-School

Activities was most often a predictor of satisfaction In four instances.
This was followed by Climate 4-Student: Academic Orientation which was
.a•significant predictor in three instances.
To determine the relationships between teacher satisfaction and
teacher perception of climate as measured by the. NASSP Teacher
Satisfaction Survey and NASSP School. Climate Survey a Pearson
product-moment correlation was performed.

The results of the

statistical treatment of data are presented in table 16.

Only those

variables which, retained signifi cance in the stepwise- mult iple
regression analysis were noted with asterisks.
An examination of the data in table 16 revealed several positive
significant relationships between variables of satisfaction and

TABLE 16
PEARSON CORRELATION COEFFICIENTS: SATISFACTION TO CLIMATE

Satisfaction

1
9

r=

3
4
5

.21
.02

.09
.18
.24
.32***

6

7
8

.22
.1 0

9

.25

*P< • 05

2

1

*'*p<.Ol

.22
#2 9 **

.26
.20

.24
.04
.17
.56***
.31

***p < .0 0 i

3

.61***
.07
.25
.31
.23
.2 2
.36
.33
.56***

4

.31
.13

Climate
5
6

.23
.19

.12
.00

.31
.06
.18
.18
.18
.13

.35

.20

.11

.23

.43*
-. 04*
.14
.39
.18
.18
.35
.15

.25

.42*

.37

.21

.21

.51**
.30**
.09
.52***
.i8

.54***

.32

7

•3

.30
.11

.09
.19
.27***
.21

.45***
.18
.35

9

.37
.16
.25
.39
.35***
.08
.26

10

.19
.1 1
.11

.22

.04
.28***
.2 2 **
.06
.30*

.44

.30**

variables of climate.

An r value of .50 and above, was deemed adequate

to indicate, an important relationship as well as a statistically
significant relationship between the satisfaction and climate variables
described in this table.

Six relationships met this standard:

Satisfaction L to Climate 3, Satisfaction 4 to Climate A and Climate 5,
Satisfaction 7 to Climate 4, Satisfaction 8 to Climate 2, and
Satisfaction 9 to Climate 3.
A statistically significant positive relationship (r— .61.,
p<.00i) was found between Satisfaction 1-Administration and Climate
3-Admin is tra tion.
A significant positive relationship (r=.43, p<.05) was shown
between Satisfaction 1-Administration, and Climate 7-Student-Peer
Relationships.
A significant positive relationship (r=.29, p<.01) was shown
between Satisfaction 2-Compensatlon and Climate 2-Security and
Maintenance.

A significant: negative relationship (i~~.04. p< .05) was

indicated through multiple regression analysis for Satisfaction
2-Compensation and Climate 7-Student-Peer Relationships.

However, the

Pearson correlation data did not. indicate a relationship at. the p<.05
level .
There were no significant correlations found between any of the
subsonic measures of climate and Satisfaction 3-Opportunities for
Advancement.
Satisfaction 4-Student Responsibility and Discipline showed a
significant positive correlation (r=.51, pc.OJ) with Climate 4-Student
Academic Orientation. There was also a positive significant correlation
(r~.94, pc.OOJ) between Satisfaction 4 and Climate 5-Student Behavioral

Values.
A significant positive relationship (r-.3(), n- .OI) was found
between Satisfaction 5-Curriculum and Job Tasks and Climate q -Student
Academic Orientation.

There was also a positive significant

relationship (r= .27, p<.001) between Satis taction 5 and Climate
8 -Parent/Community/School

Relationships. Climate 9-instructional

Management also showed a positive significant relationship (r=.35,
p<.001) with Satisfaction 5.

A fourth positive significant relationship

(r*.2$, p<.001) between Satisfaction 5 and Climate 10-Student Activities
was noted.
A positive significant re.l itionship (r~.32, p<.001) was found
between Satisfaction 6 -Cp-vorkers and Climate 1-Teacher-Student
Relationships.

There was also a positive significant relationship

(r=,22, pc.01) between Satisfaction 6 and Climate. 10-Student Activities.
A significant positive relationship (r=.52, p<. 001) between
Satisfaction 7-Parents and Community and Climate 4-Student. Academic
Orientation was found.

Satisfaction 7 also showed a positive•significant

relationship (r~.45, p<.001) with Climate 8 -Parent/Community/School
Relationships.
Two subscales of climate demonstrated significant positive
relationships with Satisfaction 8 -School Buildings, Supplies, and
Maintenance.

Climate 2-Security and Maintenance had a significant

positive relationship (r=.56, jv|.001) with Satisfaction '8 . A
St-' ■

significant positive.relationship (r*.30, p<-05) was also discovered
■i

between Satisfaction 8 and i.Climnto 10-Student Activities.
\
A significant positive relationship (r~.56, p-.001) between
Satisfaction 9-Communication and Climate 3-Administration was discerned.

1u

There was also a significant positive relationship (r--.30, p<.01)
between Satisfaction 9 and Climate 10-Student Activities.

There was

also a significant positive relationship (r».42» p<.05) between
Satisfaction 9 and Climate 6 -Guidance.

Relationships between Measuromentsj Climate
and Growth
To answer research question 5, "What relationships exist between
teacher perceptions as measured by the MASS? School. Climate Survey and
teacher professional growth and development attitudes as measured by
the Teacher Professional Growth and Development Attitude Scale?,"
canonical correlation analysis, multiple regression analysis, and
Pearson's product-moment correlations were derived.
19, and appendix table 26.)

(See table's 1/, 18,

An examination, of the data- in tables 17,

18, 19, and appendix table 26 revealed several significant relationships
among the ten subscales of climate and the nine subscales of professional
growth.

TABLE 17
MULTIVARIATE TESTS OF SIGNIFICANCE BETWEEN
CLIMATE AND GROWTH

Test

Value

Hotel!lugs

.983

Approx. F.

Hypoth.

Error DF

Sig. of F

1.57

90.00

1298.00

.001

The canonical analysis, which was examined by employing climate
as the dependent variable and growth as the independent variable,
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revealed an overall significant correlation between climate and growth.
The correlation was significant at the .001 level.
Table’ 18 provides data which summarized the significant multiple
correlation results between the subscales of climate and eai h growth
variable.

This table is read in the same manner as table 14 which was

reported on a previous page.
Eight of the ten multiple correlations were significant and the
multiple R'- (SqMultR) ranged from .07 for Climate 1 (Clim.Var.)Teacher-Student Relationships to .21 for Climate 5-Student Behavioral
Valuers,

The right-hand column (Sig.Grbw/PriorOrd) of table 18

indicated the significant growth variables in a stepwise procedure with
climate variables.

These significant variables were listed in order

of priority with those having greater significance listed first followed
by those of lesser significance.

These data were determined by

examining the Significance of T column from table 26 in the appendices
and then prioritizing the level of significance (appendix table 26,
Regression Analysis for within Cell-Growth Independent Variable Climate
Dependent Variable).
The positive significant predictor in a stepwise fashion of
Climate 1-Teacher-Student Relationships was Growth 4-Role Performance
Assessed by Others (p<. 05).

All other variables were not. signif icant

predictors.
The positive significant predictor of Climate 2-Sec.urity and
Maintenance, was Growth 4-Role Per formance Assessed by Others (p< .05) .
All. other variables were not significant predictors.
The positive significant predictor of Climate '3-Administration
was Growth 4-Role Performance Assessed by Others (p-.U5).

Al l. other

TABLE 13
SUMMARY OF RELATIONSHIPS: CLIMATE TO GROWTH

Clim.Var.

SqMultR

1
2

.07
.07
.15

3
4
3
6

/
8

9
10

p<.05

.20
.21

‘

.09
.17
.09
.18
.08

Mult R

.25
.26
.39
.45.
.46
.30
.42
.29
.41
.28

HypoMS

ErrorMSS

I'

.28
.59
1.42
1.76
1.93
.52
.99
.85

.23
.44
.45
.40
.42
.30
.27
.52
.30
.39

1.2 0

1.12

.59

1.32
3.14
4.38
4.56
1.71
3.60
1.62
3.68
1.51

Sig F

.301
.229
.002
.000
.00 0

Sig Grow
PriorOrd
/
4
4
A. 7, -2
4, l, -2, -5
6

.090
.000

.113
.0 0 0

.148

3, 4, 6
—

4
-

—

variables

were

not: s i g n i f i c a n t

predictors.

The positive significant predictors in order of priority of
Climate 4-Student Academic Orientation were Growth 4-Role Performance
Assessed by Others and 7—Personal Role Definitions, both p<.05.

A

negative significant predictor of Climate 4 was Growth 2-Personal
Motivation (pc.01).

All other variables were not significant predictors.

The positive significant predictors in order of priority of
Climate 5-Student Behavioral Values were Growth 4-Role Performance
Assessed by. Others (p'-.OOl) and Growth 1-Personal Satisfaction (p<. 01).
The negative significant predictors in order of priority were
Growth 2-Personal Motivation (p<.001) and Growth 5-Role Expectations
(p<.01). All other variables were not significant predictors.
The positive significant predictor of Climate 6 -Guidance was
Growth 6 -Personal Role Expectations (p<.05). All other variables were
not significant predictors.
The significant positive predictors in order of priority of
Climate 7-Studetit-Peer Relationships were Growth 3—Role Commitment
(p<.001), Growth 4-Role Performance Assessed by Others (p<.01), and
Growth 6 -Personal Role Expectations (p<.05). All other variables were
not significant predictors.
There were no significant predictors of Climate 8 -Parent/
School/Community Relationships among tin? nine growth variables.

The significant positive predictor of Climate 9-InstructLonai
Management was Growth 4-Rolc Performance Assessed by Others (pc.OOl).
There were no variables which were significant predictors of
Climate 10-Studcnt Activities and any of the nine subscales of
professional growth attitudes.
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Table

19 p r e s e n t s

a

summary

of

the

significant

growth

predictors

7

8

of climate as indicated by the asterisks.

TABLE 19
SUMMARY OF S IG N IF IC A N T GROWTH PREDICTORS
OF CLIMATE

Climate1

1

2

3

4

Growth
5

6

9

A

i

•V

Q

•4
3
6
7
Q
O
9
10

*
■k

k

A

*

^Significant predictors

The data in table 19 revealed definite patterns of relationships.
Growth 4-Role Performance Assessed by Others showed significant
positive relationships with seven of the ten climate variables and would
seem to be. an important area of consideration.

Growth A was the only

significant predictor of Climate 1-Teacher-Student Relationships,
Climate 2-Security and Maintenance, Climate 3-Administrut von, and
Climate 9-ln'struetional Management.

Climate 5-Student Behavioral Values

showed significant relationships with four of the growth variables.
Climate 4-Student Academic. Orientation and Climate 7-Student-Peer
Relationships each showed significant relationships with three growth
va ria b lies. The variables Growth 8 -Ro.l.e Experience and Growth 9-Others*

Role Definitions were not significant predictors.
To determine the relationships between teacher perceptions of
school climate as measured by the NASSP Teacher Satisfaction Survey
and teacher professional growth attitudes as measured by the
Teacher Professional Growth and Development Attitude Scale. a. Pearson
product-moment correlation was performed.

The results of the

statistical treatment of data are presented in table 20.

Only those

variables which retained significance in the stepwise multiple regression
analysis were noted with asterisks.

Table 20 and appendix table 27

detailed several significant relationships among climate and growth
subscales.
An r value of .05 and above was deemed adequate to indicate an
important relationship as well as a statistically significant
relationship between climate and growth.

None of the relationships

in table 2 0 met this standard.
An examination of the data in table 20 revealed several
significant relationships between variables of climate and variables
of growth.

Growth 4-Role Performance Assessed by Others was significant!

related to seven of the climate variables.
There was a significant positive relationship (r~.J8 , j>-.05)
between Climate 1-Teacher-Student Relationships and Growth 4-Role
Performance Assessed by Others.
A significant positive relationship (r=.I7, p<,05) existed
between Climate 2-Security and Maintenance and Growth 4-Role Performance
Assessed by Others.
A significant positive relationship (r~.33, p<.05) was found
between Climate 3-Administration and Growth 4-Role Performance Assessed

TABLE 20

PEARSON CORRELATION COEFFICIENTS: CLIMATE TO GROWTH

Cli r.u-ice

1

i

r=

1
.5»

.09
.1 0
.15**
.15

5
6
f

.02

8

.15

9

.21

10

*P<

.08
.10

i-

.13

**p<.01

***p<.001

o

.02

.05
.04
-.06**
-.15***
.11
.02
-.0 2

.06
.16

Growth

3

.11

.13
.21

-.23
.10

.13
.26***
.04
.22
-.0 3

4

5

6

/

.18*
.17*
.33*
.30*
.24***
.18
,27***
.18
.33***

.1 2
.05
.26

.08

.03

.01

.11
.12
.20
.11
.02

.13

.11

.03
.29
.19
.16
.05
.19*
.2 0 *
.08
.16
.1 6

.21
.00
.1 0

.09
.24
.2 2

.16
.18**
.07
-. 00
.1 2
.0 1

.07
.04

8

.04
.14
.13
.13

9

.03
.07
.14
.03
-.0 2

.03
.01

.06
.14
.14

Ul
o
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by Others.
There was a .significant positive relationship (r*.18. p-'.Ol)
between Climate 4-Student Academic Orientation and Growth 7-Personal
Role Definitions.

Another significant positive relationship was

indicated between Climate 4-Sfciidervt Academic Orientation and
Growth 4-Ro.le Performance Assessed by Others (r~.30, p<. 05).

A

significant negative relationship (r~-.06. p<.0 1 ) was found between
Climate 4 and Growth 2-Personal Motivation.
Climate 5-Student Behavioral Values showed a significant positive
correlation (r=. 15, p<.01) with Growth i-personal Satisfaction.
.Significant positive relationships were also found between Climate 5
and Growth 4-Role Performance Assessed by Others .(r-.24, p<.001).

There

was a [significant negative relationship (r®-.15, p=.001) between
Climate 5 and Growth 2-Personal Motivation.
There was a significant positive relationship (r®.39, p<.05)
found [between Climate 6 -Gu.idance and Growth 6 -Personal Role
Expectations.
Climate 7-Student-Peer Relationships showed significant positive
relationships with three growth subscales: Growth 3-RoJe Commitment
(r~.26. p-'.OOl), Growth 4-Role Performance Assessed by Others (r®.27.
p<-001]) , and Growth 6 -Personal Role Expectations (r=. 20, p<.05) .
There were no .significant positive relationships discerned
among the nine subscales of growth and Climate 8 -Parent/Community/School
Re la t;ijonships .
A significant positive relationshi p (r®. 33, p- .OOl) was fount]
between Climate ^Instructional Management and Growth 4-Role
Performance.Assessed by Others.
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There were no significant relationships discerned among the
nine subscales of growth and Climate 10-Student Activities.

Relationsh ips be tween Measurements:
Satisfaction a_ud Growth
To answer research question six, "What relationships exist
between teacher perceptions of. teacher satisfaction as measured by the
NASSP Teacher Satisfaction Survey and teacher professional growth
and development attitudes as measured hy the Teacher Professional
Growth and Development Attitude Scale?," canonical correlation
analysis, multiple regression analysis, and Pearson's product-moment
correlations were derived.
table 27).

(See tables 21, 22, 23, and appendix

An examination of these data revealed several significant

relationships among the nine .subscales of satisfaction and the nine
subscales of growth.
Table 21 illustrates the data determined by canonical analysis
which: was examined by employing satisfaction as the dependent variable
and growth as the independent variable.

TABLE 21
MULTIVARIATE TESTS OF SIGNIFICANCE BETWEEN
SATISFACTION AND GROWTH

Test

Hotelilugs

Value

3.AO

Approx. F.

Hypoth.

3.SO

90.00

Error DF

1289.00

Sly;, of F

.000
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The data in table 21 revealed an overall significant
correlation between satisfaction and growth.
significant at the . 0 0 1

The correlation was

level.

Table 22 provides data which summarized the significant
multiple correlation results between the subscales of satisfaction and
each growth variable.
14 and 18.

Table. 22 is read in the same manner as tables

Significant variables are listed in order of priority.

Negative variables indicate an inverse relationship.
Seven of the nine multiple correlations (Mult R) were
significant and the multiple R2 (SqMultR) ranged from .03 for
Satisfaction 6 (Satis.Var.)-Co-workers to .31 for Satisfaction
3-Opportunities for Advancement.
The positive significant predictors of Satisfaction
1- Administration were Growth 4-Role Performance Assessed by Others
(p<.001) and Growth 3-Role Commitment (p<.05) in order of priority.
All. other variables were not significant predictors.
The positive significant.predictors of Satisfaction
2- Compensation were Growth 8 -Role Experience (p<.0J) and Growth 4-Role
Performance Assessed by Others (p<.05). All other variables were not
significant predictors.
The positive significant predictors of Satisfaction
3- .Opportunities for Advancement were Growth 4-Ro.le Performance Assessed
by Others (p<.001). Growth 8 -Role Experience (pa.05), and Growth 5-Role
Expectations (p<«05).

The significant negative predictor of

Satisfaction 3 was Growth.. 9-Others’ Role Definitions (p<.G5).
other variables were not significant predictors.

All

TABLE 22
SUMMARY OF RELATIONSHIPS: SATISFACTION TO GROWTH

: it is

.Var.

!
2

S q M u itK

11 ypolls

3.30
2.61
4.07

g

.03
.18'
i1
•XL

.48
.42
.56
.51
.46
.18
.42
.32

9

.20

.46

2.44

3
U

5
r
0
7

05

.23
.IS
,- >i
.26

Mule R

.21

3 .49

i.81
.20

1.81
1.0 2

ErrorMSS

.65
.70
.52
.58
.39
.33
.49
.50
.54

F

5.07
3.70
7.79
6.06
4 .69
.60
3 .66
2.03
4.52

Sis. F

,000
.000
.000
.000
.0 00

.794
.000

.039
.00 0

Sig Grow
PriorOrd

4, 3
8, J
4. 8 , 5, _ 9
-2, 4. 1, /
7
—
7
8,
—
t
4
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The negative significant predictor of Satisfaction 4-Student
Responsibility and Discipline was Growth 2-Personal. Motivation (p<.00l).
The positive significant predictors of Satisfaction 4 were Growth
4-Role Performance Assessed by Others (p<.001), Growth 1—Personal
Satisfaction (pc,.05), and Growth 7-Personal Role Definitions (p<.05).
All other variables were not significant predictors.
The- positive significant predictor of Satisfaction 5-Curriculum
and Job Tasks was Growth 7-Personal Role Definitions (p<-05).

All

other variables were not significant, predictors.
There were no variables which were significant predictors of
Satisfaction 6 -Co-workers and any of the nine growth variables.
The positive significant predictors of Satisfaction 7-Parents
and dfommunity were Growth 8 -Role Experience (p<.001) and Growth
7 -Personal Role Definitions (p<.05).
There were no variables which, were significant predictors of
Satisfaction 8 -School Buildings, Supplies, and Maintenance and any of
the nine variables of growth.
The positive significant predictor of Satisfaction 9-Communlent ion
was Growth 4-Role Performance Assessed by Others (p<.0J.).

There

ere no

o theit s ign ifi.cah t predi ctors.
T ble 23 provides a visual summary of the significant growth
predictors of satisfaction as represented by the- asterisks.
Examination of the data in table 23 revealed some patterns of
relationships.

Growth 4-Role Performance Assessed by Others was a

significant predictor of five satisfaction variables.

Growth 7-Personal

Role. Definitions and Growth 8 -Role Experience were each significant
predictors o! three satisfaction variables.

Likewise, Sat isfaction

.56

TABLE 23
SUMMARY OF SIGNIFICANT GROWTH PREDICTORS
OF SATISFACTION

Sa t;Isfaction

3

A

Growth
5

6

5
6
7
S
9

^Significant growth predictors

J-Opporamities for Advancement was significantly related to four
growth variables.

Growth 6 -Personal Role Expectations was not

significantly related to any of the satisfaction variables.
Satisfaction. 8 -Role Experience was not significant Iv related to any of
the subscales of growth.
To determine the relationships between teacher satisfaction as
measured by the NASSP Teacher Satisfaction Survey and teacher
professional growth attitudes as measured by the Teacher Professional
Growth and Development Attitude Scale, a Pearson product-moment
correlation was performed.

The results of the statistical treatment

of data are presented in table 24.

Only those variables which

retained significance in the. stepwise multiple regression analysis are
noted with asterisks.

TABLE 24

PEARSON CORRELATION C0EFFICXENTS: SATXSFACTIOV TO GROWTH

Lsfaction

L

i

r=

*•
3
4

.21*
.29
.05
.Li
.12
2-5

3

6:
/
O
9

.05

.1A
.22

**p<,01

* * * p < .001

2

3

4

.10
.15
.12
-.06**
.27
.09
.12
.05
.11

.29*
.14
.22
.15
.10
.04
,15

.42***
.29*
.46***
.36***
.32
.14
.25
.23
.40**

.11

.17

Growth
5

.23
.16
.38*
.14
.25
.12
.10
.18

.25

6

.14
.07
.15
.12
.12
.10
.17
.12
.20

7

.14
.10
.15
.19*
.25*
.10
.25*
.09
.16

3

.26
.32**
.35*
.24
.29
.08
.33***
.23
.28

9

.16
.03
.01*
.02
.12
.10
.06
.05
.17
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An examination of the data in table 24 revealed several
signin'icaut relationships between variables of satisfaction, and
individual variables of growth.
There was a significant positive relationship (r--.42, pc.OOl)
between Satisfaction 1-Administration and Growth A-Role Performance
Assessed by Others.

There was also a significant positive relationship

(r~.29. p<-.05) between Satisfaction 1-Administration and Growth 3-Role
Comnvitmen t.
There was a significant positive relationship (r=.32. p<.01)
between Satisfaction 2-Compensation and Growth 8 -Role Experience.

There

was also a signif icant positive relationship (r *.29, p<.05) with Growth
A-Role. Performance Assessed by Others.
A positive significant relationship (r=.46, p<.00i) between
Satisfaction 3-Opportunities for Advancement and Growth A-Role
Performance Assessed by Others was found.

There was also a positive

significant relationship (r~.38, pc. 05.) between Satisfaction 3 and
Growth 5-Role Expectations.

Another positive significant relationship

(r=. 3.5, pc'.05) was found between Satisfaction 3 and Growth 8 -Role
Experience.

A positive relationship was found between. Satisfaction 3

and Growth 9-Others' Role Definitions (r=.01, pc.05).

The Pearson

correlation coefficient was .0 1 ; however, the regression analysis data
indicated a significant relationship.

The. reason for this finding was

not clear.
Satisfaction 4—Student Responsibility and Discipline showed
S'ignijt icaut positive relationships with Growth.A—Role Performance
Assessed bv Others (r~.36, pc.OOl), Growth 1-Personal Satisfaction
(r--.2J. p<.05), and Growth /-Personal Role Definitions (r~. 19, pc.05).
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There was a significant negative' relationship between Satisfaction 4
an I Growth 2-Personal Motivation (r=-.06, pc.OOl).
A significant positive relationship was shown between
Satisfaction 5-Curriculurt and Job Tasks and Growth 7-Personal Pole
Definitions (r^.25, p<.05).
There were no significant relationships between Satisfaction
6 -Co-workers

and any of the nine growth variables.

Significant positive relationships were shown between
Satisfaction 7-Patents and Community and Growth 8 -Role Experience
(r=.33. p<.001) and Growth 7-Personal. Role Definitions (r~.25, p<.05).
There were no significant relationships between Satisfaction
8 -ScHod.l

Buildings, Supplies, and Maintenance and any of the nine growth

variables.
A significant positive relationship was shown between
Satisfaction 9-Communication and Growth 4-Role Performance Assessed by
Others (r-.40, p<.01).

Summary
The demographic data of the four test schools revealed that
the facilities were experienced, with an average of 17.2 years of
teaching, and were mature, averaging forty-two years of age.

Of those

completing the survey 51 percent were males and 47 percent were females.
Two- percent did not report, gender.
The raw score data of the four schools depicted similar
profiles of the ten subscales of school climate.

The standard scores

fell within the "average" range of forty to sixty on the nationally
normod NA'SSP School Climate Survey w it: the exception - t

no subs ale
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for Adminis tration which fell outside of that range in one .of the
schools.
The profiles of the four schools fell within the

,'iverace.

range on the nine subscales of satisfaction. The subscale Communication
of one school, fell outside of and below the forty to sixty range.

The

profile of this same school reflected a low range for Administration
on the climate subscales.
The patterns of organization descriptive of professional growth
attitudes were also similar for the four test schools.

This survey

was not a nationally tiormed test and a comparison of means was used to
profile the attitudes of teachers in the four test schools.

The nine

subscales of growth fell in the strongly agree to neutral attitude
range.

The teachers in the four schools exhibited strongly positive

professional growth attitudes.

Patterns of responses across the schools

were discernible.
In the four schools the data of two growth subscales. Role
Experience and Role Commitment, revealed greater variability.

This may

be a reflection of instrument construction or it may reflect perceptions
of lob potential as related to teaching 'potential.

Some teachers

reflected uncertainty about this relationship in their own work
situations or in the profession as a whole.

The areas of Role

Expectations and Role Experience consistently ranked lower than the
other gruwt’ areas.

Teachers were neutral about receiving positive

response from others and positive response in their job situations if.
their teaching improved.
Several significant relationships were found among the ten
climate subscales and the nine satisfaction subsea.1 os, a lth o u g h , no
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strong patterns of relationships were revealed.

The climate subscale

Student Activities was a predictor of satisfaction of subscales Student
Responsibility and Discipline; Co-workers; School Buildings, Supplies,
and Maintenance; and Communication.

The climate subscale Student

Academic Orientation was a predictor of three satisfaction subscales,
Student Respect and Discipline, Curriculum and Jobs, and Parents and
Community.

All other satisfaction subscales exhibited two or fewer

relationships with climate factors.

None of the ten climate subscales

was a significant predictor of the satisfaction subscale Opportunities
for Advancement.
Several significant relationships were revealed amc c, the
climate subscales and the nine growth subscales.

A strong pattern of

significant positive relationships was exhibited among the growth
subscale Role Performance'Assessed by Others and seven of the Jimate
subscales: Teacher-Student Relationships, Security and Maintenance,
Administration, Student Academic Orientation, Student Behavioral Values,
Student-Peer Relationships, and Instructional Management.

Climate

subsonic Student Behavioral Values showed significant relationships with
four growth subscales: Personal Satisfaction, Personal Motivation,
Role Performance Assessed by Others, and Role Expectations.

The growth

subscaJ.es Personal Role Expectations and Others’ Role Definitions were
not significant predictors of any. of the climate subscales..: All other
growth subscales exhibited relationships with at least one of the
climate subscales.
Several significant relationships among the nine satisfaction
subsdales and the nine growth subscales were revealed.

Although

several, significant relationships were shown, there were none with the
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high degree of relationship which suggested a clear course for
practical application.

The growth subsea l.e Role Performance Assessed

by Others was a significant predictor of five satisfaction subscales:
Administration, Compensation, Opportunities for Advancement, .Student
Respect and- Discipline, and Communication. The growth subacales
Personal Role Expectations and Others' Role Definitions were not
predictors of any of the nine satisfaction subscales.

The satisfaction

subscale Opportunities for Advancement showed a positive significant
relationship with three growth subscales, Role Performance Assessed by
Others, Role Experience, Role Expectations, and a negative relationship
with the growth subscale Others' Role Definitions.

The satisfaction

subscales School Buildings, Supplies, and Maintenance and Co—’
workers
were not significantly related to any of the nine growth subscales.

CHAPTER V
SUMMARY, CONCLUSIONS, DISCUSSION, LIMITATIONS,
AND R ECOMM ENDAT.TONS

Summary

The purpose of this study was to identify and explore the
relationships among teacher perceptions of school climate, teacher
satip faction, and teacher professional growth attitudes.

The study

also provided school climate, teacher satisfaction, and teacher
professional growth attitude profiles for each of the four schools
surveyed.
The NASSr School Climate Survey was used to measure school
climate.

This survey was developed at the University of

Nebraska-Lincoln to measure high school teachers' perceptions of
climate on ten subseales: Teacher-Student Relationships, Security and
Maintenance. Administration, Student Academic Orientation, Student
Behaylora1 Values, Guidance, Student-Peer Relationships, Parent and
Community-School Relationships!, Instructional Management, and Student
Activities.

The instrument included fifty-five Likert-type questions

relatred to the ten subscaJ.es.

Climate profiles of the range of raw

scores were provided for each of the four schools surveyed ay were
standard score profiles.
The NA

sacher Sa t Isfact i<in >ujn'•y was developed to m

the affective perceptions of secondary teachers of their work
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environments on nine subsealcs.

The. nine subscales were Administration

Compensation, Opportunities, Student Respect and Discipline, Curriculum
and Jobs, Co-workers, Parent, and Community, Buildings and Supplies,
and Communication.

The instrument included fifty-six Likert-type

questions related to the nine subscales.

Satisfaction profiles were

provided for each of the four schools surveyed as were standard score
proflies.
The Teacher Professional Growth and Development Attitude Scale
measured the growth and development attitudes of teachers in two areas,
the individual needs context and the normative work context.

The nine

subscales were Personal. Satisfaction, Personal Motivation. Role
Commitment, Role Performance Assessed by Others, Role Expectations,
Personal Role Expectations, Role Experience, and Others' Role
Definitions.

The instrument included eighteen Likert-type questions

related to the nine subscales.

Profiles of the subscale means were

provided for each of the four schools surveyed.
Instances where the standard scores fell above on below the
normal range were noted and discussed.

Scores which fell in the 1ower

part or the upper part of the normal range were similarly noted.
Three statistical, analyses were performed: canonical
Correlation analysis, multiple correlation analysis, and multiple
regression analysis.

These statistical methods were used to examine

whether relationships existed among the subsea log of: the. three
instruments.

A significance of .05 was chosen as adequate for reaching

a conclusion of significant difference or significant relationship for
each of the tests employed.
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The sample included four high schools with enrollments of 500
to 1 , 2 0 0 students in grades ten through twelve located in western
Minnesota anc! eastern North Dakota.

A total of 175 teachers completed

the surveys which were conducted at teachers' meetings held at each
school site.
The average age of the respondents to the survey was 42.6.
The average years of teaching experience of the respondents was 17.2
years'.

Fifty-one percent of the respondents listed their gender as

female arid 47 percent as male.

Two percent did not list their gender.

Ninety-seven percent of the respondents listed their race as Caucasian,
1

percent as other, and 2 percent did not list race.
The data gathered for this study revealed that the four schools

surveyed were similar on all of the subscales of the three instruments.
The profiles constructed from data from four schools ranked in the
average range on the nationally normed climate and satisfaction results.
Furthermore, the data revealed overal l, significant relationships between
school climate and teacher satisfaction, school climate and professional
growth and development attitudes, and teacher satisfaction and
professional growth and development attitudes.

The data aiso revealed

numerous significant relationships among the subscales of the three
instruments.

Coin1lus ions
.The conclusions were based on the results and analyses oi the
statistical treatment of the data for this study.
apply only to this study.

The conclusions

Hie conclusions, which contaiu summaries of

ted data, were organized in the sequence of the research quest ion?

Research question I. What .ire the characteristics of schools
ns measured by the NASSP School Climate Survey?
The profiles constructed from the mean raw score data for the
four .survey schools generally (thirty-nine of forty subscale measures)
fell within the normal range of two-thirds of the schools in the
national norms sample for the ten subscales.

Any score which fell,

outside of the. normal range indicated an a typically high or low result.
Those ranking closer to the. lower end of the range indicated possible
areas of concern.
Several patterns were revealed.

Teachers in all four of the

test schools perceived that, the Climate subscales Administration.
Student Academic Orientation, Guidance, Student-Peer Relationships,
Instructional Management, and Student Activities ranked in the lower
normal range.
The subscale Administration measured the degree to which school
administrators were effective in communicating with different role
groups and in setting high expectations for both teachers and students.
This subscale fell within the .lower normal, range in Schools 10, 11. and
L.'; however, in School 34, the subscale fell below the normal range,
thus indicating an area which needed to be addressed.
The subscales relating to perceptions of students in these four
schools fell within the lower normal range which indicated a need lor
further examination.

The subseaie Student Academic Orientation measured

perceptions about student attention to task and concern for achievement,
The subscale Student-Peer Relationships which measured perceptions
about students’ care and respect for other students was another lower
area.
ranking, area.

Finally, the subscale Student Act ivi.ti.es which measured
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the perceptions of opportunities for actual participation of students
in •school-sponsored activities also ranged near the. Lower end.
The subscale Guidance, which measured the quality of academic
and career guidance services, ranked near the bottom range in the four
schoolf.

It appeared that this was an area perceived less positively

by the teachers.
; On the other hand, the subscale Teacher-Student Relationships
ranked in the mid range of the four school prof Lies.

The subscale

Parent and School-Community Relationships ranked in the mid range for
Schools 10, 11. and 12; however, U

ranked near the lower normal range

for School .14.
None of the climate subsea"es revealed any strong tipper normal
range values.

Perhaps the climate areas of the four schools indicated

a need for further examination to determine ways in which each area
might be improved at individual school sites.
School 3.4 consistently ranked in the lower normal range on the
ten climate subscales.

Perceptions of teachers in this school, in

particular, indicated a need for further examination of the areas
assessed by the climate instrument.
The patterns indicated by'the profiles of the standard scores
of the ten climate subscales were within the normal percent:!.! e range
of forty to sixty .tor Schools 10, 11, rind 12.

School 14 'fell slightly

below the normal range on the subscale Administration.
consistent with the raw score rankings.

Th.u; was

The standard score profile of

the subseale Student: Behavioral Values, which measured perceptions
about students' self-discipline and tolerance for others, ranked above
the 50th percentile in the four: schools.

The general conclusion was that the four schools were typical.
A few areas may indicate some "softness"— some reason for concern and
attention.

The instruments used may provide, useful data for affirming

"satisfactory" performance while', simultaneously, revealing possible
questions for attention.
Research question 2.

What are the characteristics of schools

as measured by the NASSP Teacher Satisf-action Survey?
Similar patterns were revealed by the raw score profiles of
the nine subscales of the teacher satisfaction survey in Schools 10, 11
and 12.

All of the raw scores fell within the mid to slightly lower

normal range.
School .14, however, fell in the lower normal range for the
subscale Administration, which measured teacher, reactions to the
administrator behaviors of concern, support, feedback, praise for
teacher efforts, and supervision.

Another area which fell in the lower

normal range at School 1.4 was Student Responsibility arid. Discipline.
Apparently, teachers at this school were not: totally satisfied with
student conduct or school disciplinary practices.

School 14 fell below

the normal range in the area of Communication which measured teacher
satisfaction with the accuracy.and availability of information about
important school and district -events.

This was an area which appeared

to contribute to dissatisfaction at this school.

The. only 'area which

ranked above the mid range in this school was teacher sat is fact ion
with salary, fringe benefits, and job financial security.
When the standard scores of the four schools were profiled.
School 10 fe.l i very close.' to fifty on the nine subscales of
sat lot action.

The average or norma 1 range was established as percent ile
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of forty to sixty.

School i! ranked close to 1.lf-ty or) seven, of the

subscales anti ranked near forty-five on the subscales Student
Respons.ib ij.Lty and Discipline and School Buildings,- Supplies, and
Maintenance.

School 12 exhibited three subscale areas above fifty:

Compensation; Curriculum and Jobs; and School Buildings, Supplies, and
Maintenance.

1'n this school teachers were satisfied with .the school

program and workload and with the availability of supplies and the
adequacy of the building maintenance.

As with Schools 10 and 11;. these

teachers were satisfied with salary, fringe benefits, and .job financial
security.

The subscales Administration and Co-workers, however, fell

near forty-five.
subscales.

School 14 ranked close to fifty on four of the

However, this school exhibited standard scores which fell

below forty-five on four subscales: Administration, Student
Responsibility arid Discipline,. Co-workers, and Communication.

It would

appear that this school, more than the other three, reflected a
tendency toward dissatisfaction among its teachers, although the
majority of the scores fell within the normal, range.
The schools assessed were typical in that they exhibited
similar scores to the averages for the. sample which formed the. normlng
group.

The measurement of satisfaction provided affirming data in that

no blatant dissatisfaction scores appeared.
scores appeared either.

However, no unusually high

It was concluded that scores which fell in the

low normal range might be candidates for attention.

in two schools-,

Schools 10 and 14, the subscales Administration and Go-workers fell in
the Low normal range.

In School 14 the areas of Student Responsibility

and Dis.ci.pl ine and Communicat ion also fel l in the lower range.

I/O
Research question 3.

Whal; are the characteristics of schools

as measured by the Teacher Professional Growth and Development Attitude
Seale?
Teachers in the four schools surveyed exhibited strong patterns
of agreement:.

The. mean scores based on a range of l-Strongly Disagree

to 5-Strongly Agree, ranked in the strongly agree to agree range on
eight of the subscaLes: Personal Satisfaction, Personal Motivation,
Role Commitment, Role. Expectations, Personal Role Expectations,
Personal. Role Definitions, Role Experience, and Others' Role Definitions.
One area of consistently strong agreement was the subsea)e Personal
Motivation, where teachers strongly agreed that teaching was challenging
*.
and -stimulating.when new teaching techniques were learned. The subscale
Personal Satisfaction consistently fell within the agree range.
agreed that teaching was a good and rewarding career.

Teachers

The .subscale of

Personal Role Definitions also fell within the agree range.

Teaching

was perceived as a dynamic activity working with young people.

Finally,

the subscale Others' Role Definitions tanked in the agree range.
Teachers felt that others defined teaching as requiring capable people
to work with today’s youth.
Three growth areas. Role Performance Assessed by Others, Role
Expectations, and Role Experience, consistently fell within the neutral
range.

These areas were related to teaching improvemenf. and how others

lc.lt: about .i.t or how the teaching assignments were related to it.
Teachers were neutral about receiving positive response from others and
positive response in their .job situations if their teaching improved.
Those teachers did not feel strongly that others cared about their
improvement of their teaching or that they would receive better
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'■assignments’ because their teaching improved.

These lower scores might

reflect indications revealed in the literature that teachers did not
have a positive outlook on growth and their professional potential, as a
result of that growth.

The negative feelings others felt toward the

teaching profession and teaching was also given as a reason, for
dissatisfaction among teachers in the literature.

If these scores were

not artifacts of the instrument: used, it might be concluded that the
teachers in this study reflected some of the same doubts and concerns
about others' perceptions of the profession and about their own growth
potenti al, as was revealed.in the nati onal research (Duke 1384; NEA 1981
1987) .
In the four schools the data of two growth subscales. Role
Experience and Role Commitment, revealed -greater variability.

This may be

a reflection, of instrument construction or it may reflect perceptions of
job potential as related to teaching potential.

Some teachers reflected

uncertainty about this relationship in their own work situations or in the
profession as a whole.

It: may be concluded that uncertainty about teacher

roles and job opportunities reflects trend's revealed in the literature.
Research question 4.

What relationships exist between teacher

perceptions of school climate as measured by the NASSP School Climate
Survey and teacher job satisfaction as measured by the NASSP Teacher
Satisfac tio11 Survey?
There was an overall, significant'posit ive correlation (pc.OO’l)
f

between climate and satisfaction.
by the data pi this study.

The first hypothesis was supported

An examination of the data also revealed

several relationships among the ten subscal.es of climate and the nine
subscales of satisfaction.
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There was a significant; positive relationship revealed between
the climate subscale Administration and the satisfaction subscale
Administration.

The administrative behaviors of caring and responding

positively to teachers were related to perceptions of the effectiveness
of administrative communications and expectations.
The climate variables Security and Maintenance and Student-Peer
Relationships were significantly positively related to the satisfaction
variable Compensation.

Feeling safe and working in a situation where

students respect each other were related to satisfaction with salary,
fringe benefits, and job financial security'.
None of the climate variables showed significant relationships
with the satisfaction variable. Opportunities for Advancement.
Two satisfaction and climate variables relating to students
showed relationships.

The climate subscale. Student Behavioral Values,

which measured perceptions about: self-discipline and tolerance of
others, was significantly positively related to the satisfaction
subscale Student Responsibility and Discipline.

Another climate

variable, Student Academic Orientation, also showed a significant:
positive relationship with the satisfaction variable Student
Responsibility and Discipline.
Four climate subscales, Student. Activities, Student Academic
Orientation, Parent and Community-School Relationships, and Instructional
Management, demonstrated significant positive relationships with the
satisfaction variable Curriculum find Jobs.

These four areas were

related to teacher satisfaction with the school program and workloads.
Two climate variables, Teacher-Student Relationships and
Student Activities, showed positive relationships with the satisfaction

variable Co-workers.

It would appear that the interpersonal and

professional relationships between teacher and students and student
participation in activities were related to satisfaction with the
personal and professional characteristics and behaviors of colleagues.
A significant positive relationship was found between the
clixnate subscales Security land Maintenance and Student Activities and
the satisfaction subscale School Buildings, Supplies, and Maintenance.
A significant positive relationship was demonstrated between
the two climate variables Student: Academic Orientation and Parent and
Community-School Relationships and the satisfaction variable Parents
and Community.

How teachers perceived students and parents in relation

to.the 'school was related to their satisfaction with the levels of
involvement or support of parents and community.
Three climate variables. Administration, Student 'Activities,
and Guidance, showed significant positive relationships with the
satisfaction variable Communxcation.
The overall significant positive correlation between climate
and satisfaction is of importance to administrators considering the
implementation of improvements within a school.

The data from this

research would lead to the conclusion that if the climate of the school
were known, one could determine the satisfaction levels of the teachers
working there.

In the four schools studied, areas of concern or areas

needing attention revealed in a climate study could become the foci for
improvement.
Particular attention to the positive climate predictors of
satisfaction would be warranted.

A though a causative relationship

cannot be determined from the data. the relationships of several of
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subscales were strong and consistent.
Research question 5.

What relationships exist between teacher

perceptions as measured by the NASSP_ School Climate Survey and teacher
professional growth and development attitudes as'measured•by the
Teacher Professlo -al Growth and Development Attitude Scale?
There was an overall significant:,correlation (p< .001) between
climate and growth.
of this study.

The second hypothesis was supported by the data

There were several significant positive relationships

as well as several significant negative relationships revealed among
the ten climate variables and the nine growth variables.
The growth variable Role Performance Assessed by Others showed
significant positive relationships with the climate variables
Teacher—Student Relationships, Security and Maintenance, Administration,
Student Academic Orientation, Student Behavioral Values, Student-Peer
Relationships, and Instructional Management.

This variable was related

to other variables dealing with relationships and how the perception
of those relationships was interrelated to how others viewed improved
teaching.
The growth variable Personal Motivation, which recognized the
challenge and stimulation from learning new teaching techniques,
demonstrated a significant negative relationship with Student: Academic
Orientation and Student Behavioral Values.

Another growth variable.

Role Expectations, showed a significant negative relationship with the
climate variable Student Behavioral Values.

On the other hand, the

growth subscale Personal Satisfaction demonstrated a significant
positive relationship with this same climate variable.
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The growth variable Personal. Role Expectations showed
sign(f emit positive relationships with the climate variables Guidance
and Student-Peer Relationships.
The growth variable Role Commitment was significantly positively
related to the climate variable Student-Peer Relationships.
The growth variables Role Experience and Others' Role
Definitions exhibited no significant: relationships with any of the ten
c tima t.o variables.
Knowledge, of the climate allows one to anticipate the nature of
the professional growth attitudes of the teachers in these schools.
One growth variable in particular was related to seven of the climate
variables.

This area was Role Performance Assessed by Others.

The

literature would indicate tha.t~.how others perceive teaching and the
teacher was an area of concern for teachers.
also reflected that concern.

Teachers in this study

Although climate cannot be determined to

be a causative factor of growth attitudes, strong and consistent
relationships did occur.
Research question 6.

What relationships exist between teacher

perceptions of teacher satisfaction as measured by the NASSP Teacher
Satisfaction Survey and teacher professional growth and development
ittitudes as measured by the Teacher Professional Growth and Development
Attitude Scale?
The data revealed an overall, significant correlation (pc.OOl)
between satisfaction and professional growth.
supported by the data of this study.

The third hypothesis was

Several significant, relationships

were revealed between the nine subscales (variables) of satisfaction
and the nine subscales of growth.
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The growth variable Role. Performance Assessed by Others
exhibited significant positive relationships with five satisfaction
variables: Administration, Compensation, Opportunities for Advancement,
Student Respect and Discipline, and Communication.

The. growth subscale

Personal Role. Definitions showed significant positive relationships
with three satisfaction variables: Compensation. Opportunities for
Advancement, and Parents and Community.

The growth variable Role

Expectations exhibited a 'significant, positive relationship with the
satisfaction variable Opportunities for Advancement.

The growth

subscale Personal Satisfaction exhibited a Significant positive
.relationship with the satisfaction subscale Student Responsibility and
Discipline.
Negative relationships were demonstrated between the growth
variable Others' Role Definitions and the satisfaction, variable
Opportunities for. Advancement. Another negative relationship was found
between the growth subscale Personal Motivation and the Satisfaction
subscale Student Responsibility and Discipline.

Inverse relationships

would be expected between these variables.
The satisfaction subscale Opportunities for Advancement formed
positive relationships with growth sub6 cal.es Rol.e Performance Assessed
by Others, Role Experience, and Role Expectations.

This satisfaction

subscale also formed a negative relationship with the growth variable
Others’ Role Definitions.
The satisfaction variables Cr -workers and School Buildings.
Supplies, and Maintenance showed no significant ,
.e lat ionsh i.ps with any
of the nine growth variables.

Likewise, the growth variable Personal

Role Expectations exhibited no significant relationships with any of

the nine satisfaction variables.
.ere was an overall relationship revealed between satisfaction
and growth,

'this relationship is important to an understanding of

growth attitudes.

Yet it migh' be cone hiuod that a'.though there wore

several significant relationships revealed by the subscale data, none
showed a high degree of relationship for practical application.

There

was, however, one .growth variable, Role. Performance Assessed by Others,
which was significantly and positively related to four of the
satisfaction areas.

Exploration of this area might be warranted as

would attention to other growth subscaies which exhibited significant
relationships with several climate, subscaies.
Hype hesis 1.

Teacher satisfaction and organizational climate

are pos:i tively correl a ted .
This hypothesis was supported by the data of this study,.

An

overall correlation of pc.OOi was found between climate and
sat isfaction.
Hypothesis 2. Teacher satisfaction and professional growth
attitudes are positively correlated.
This hypothesis was supported by Che data of this studv. An
overall correlation of p' . 0 0 1 was found between satisfaction and
professional growth attitudes.
Hypothesis 3.

Teacher climate and professional, growth attitudes

are pos.1 c1 vely corre 1 a ted .
This hypothesis was supported by the data of this study.

An

overall significant correlation of p< . 0 0 1 was shown between climate and
prof csss i.onnl growth at tittides.

178

Discussion
The consistent finding of relationships, although not suggesting
causal relationships, associating attitudes toward growth with positive
climate, and with teacher satisfaction was present.

If growth is

desired, then it would be desirable to secure positive climate and
positive affect (satisfaction)National research on the status of mature faculties has
indicated dissatisfaction with teaching as a career by increasing
numbers of teachers.

Professional development also was an area which

appeared to be declining emphasis among mature teachers.

Based on

these findings, the expectations of the present study would have been
to find stronger levels of dissatisfaction in the four survey schools;
however, the schools fell well within the "typical” school range in
most instances.

Teachers in these schools also exhibited very strong

positive attitudes toward professional growth and development.

The

relationships which were revealed showed that climate subscales
perceived within the normal ranges generally reflected normal ranges
of satisfaction which in turn were reflected in agreement with
professional growth and development attitudes.
The teachers' perceptions of school climate of the four study
schools were rather "typical" when c mpared to schools nationwide.
None exhibited strong deviations from the average on any of the
subscale measures; however, climate areas which ranked near the lower
average range may indicate focal points for improvement .

School J4,

particular, reflected a climate with several subseale areas ranking
near the lower end of the nationally normed range.

a

179

Research supports the concept that school site climate
improvements and changes can be addressed and implemented.

The goals

of climate improvement as pointed out in the literature were to improve
productivity and satisfaction.

In the area of positive climate the

physiological, safety, acceptance and friendship, and achievement and
recognition needs as well as the need to maximize one's potential must
be addressed.
In a school such as School 14, for example, where perceptions
of administrative leadership fell below the normal range, some of the
research-based effective schools practices could be applied.

For

instance, principals may be sent to training workshops to update
participative, instructional, and goal-setting leadership skills.
Increased teacher involvement in decision making and planning and
constant exchange of ideas can effectively alter negative climate
situations.

More open communication often was related to situations of

participative involvement.

Ownership of ideas, programs, planning, and

goal setting were reflected in job satisfaction. These effective school
principles consistently applied to individual schoo's can contribute
to improvement of school climate.
One concern felt by dissatisfied teachers in national surveys
was a concern with weak principal leadership.

Paralleling this concern

in the four study schools, the climate subseafe Administration
consistent!v ranked in the low. normal range.

Teachers' perceptions of

how others perceived the-communication with dii ferent role groups and
the setting of high expectations for fo-ioSo. s and students by the
principal were not high.

A focal point for improvement:, this area

might be addressed by application of seme of the. common practices
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reflected in the effective schools literature.
Another area of concern paralleling the research on teaching
was that of student attitudes toward learning, the climate subscales
Student Activities and Student-Peer Relationships.
ranked near the. lower range in these areas.

The four schools

The literature suggested

that cooperative planning and attention t.o this area can result in
improvements.

Particularly, clearly communicated high expectations

for student academic achievement by teachers and principals was
reflected in improved performance as indicated in several studies.
Focus on higher expectations also was reflected in increased student
involvement and participation.
A concern•for the quality of career guidance and counseling
services was reflected in these four schools.

A closer examination

of existing guidance programs may be warranted and attending weaknesses
addressed.

A task force composed of teachers, counselors, students,

parents, and administrators might be established to examine the program
and to suggest possible alternatives.
Another area of concern reflected in the four schools was that
of instructional management (the effectiveness and efficiency of
teacher instruction and use of classroom time).

Nationwide this

concern has been reflected in the school reform literature.

Staff

development and professional development programs addressing teaching
skills and supervision of teaching for growth can he implemented.

In

Minnesota many schools have become a part of the Minnesota Educational
Effectiveness Program (MEEP) which focused on fifteen areas of
effective schools among which are climate, instructional skills,
administrative leadership, and guidance.

Focusing on implementation of
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a school site effectiveness program, teacners and administrators
i, learned about design, implementat ion, and evaluation of programs to
improve their respective schools.

Similar training programs have been

enacted across the nation.
In the four schools the climate subscale Student Behavioral
Values (perceptions about student self-discipline and tolerance of
others) ranked in the upper normal range.

This may be indicative of

the generally homogeneous student bodies existing in these four
midwestern study schools.

Unlike their larger urban counterparts,

ethnic diversity as reflected by the percentage of teachers who were
minorities ( 1 percent) in this study was low'.
Teacher dissatisfaction has increased according to research.
The three most commonly cited factors relating to dissatisfaction were
discipline, poor administration, and attitudes of children.

Other

contributors to dissatisfaction included public attitudes and lack of
professional autonomy.

On the other hand, positive attitudes were

strongly related to employee involvement and decision making.
Participation in curriculum development, policy formation, and decision
making were powerful predictors of satisfaction.

Administrative

attitude toward understanding employees was also a key to teacher
satisfaction.
Teacher satisfaction, according to research, was tied to
motivation and morale.

Herzberg felt that elimination of dissat isfiers

in areas such as supervision, compensation, climate of work groups,
work conditions and attitudes, and policies of administration allowed
motivation in the areas of achievement, recognition, challenge, of the
work itself, responsibility, advancement and promotion, and
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professional growth.

The dissatisfiers or hygiene factors can be

affected by the principal or building-level administration.
Understanding the satisfaction levels of teachers on the nine subscales
of the satisfaction instrument can lead to modifications which may
modify or decrease dissatisfaction, thereby increasing the motivation
for growth.
Teacher satisfaction on the nine subscales measured fell in the
mid lower to mid range in three of the schools (1 0 , li. and 1 2 ).
Teachers in these schools were, generally satisfied with their work
situations and were comparable to the national average.

In School 16,

however, teachers noted dissatisfaction with the areas of Administration
(reaction to administrative behaviors of concern, support, feedback,
supervision, and praise for teacher efforts).
Research has revealed that administrative attitudes toward
understanding employees were crucial to satisfaction of teachers.

This

area of administrative weakness could be addressed by training and
updating professional Leadership skills of the administrators.

Although

modern graduate schools of educational administration address the
democratic principles involved in this type of leadership, many older
administrators lack training in this area.

To improve weaknesses in

the administrative area, training which focused on leadership behaviors
which demonstrate caring and concern and on supervisory techniques
which involve positive feedback and praise would be essential.

In

addition, movement toward participative leadership styles which
encourage teacher involvement in planning and in policy and program
development would be essential.
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There was a corresponding dissatisfaction with communication
(accuracy and availability of information about important School and
district events) in School. 14-

Effective schools research recognized

the need for open two-way communication within a school and between
school and community.

A weakness in this area may be addressed by

seeking ways-to increase channels of communication such as parent
advisory groups and newsletters.
Another area where teachers felt dissatisfaction at School 1.4
was that of relationships among co-workers.

The effective schools

research encouraged provision of opportunities for teachers to increase
collegial!ty.

Providing time for teachers to work together, visit

other classrooms, and be actively involved in planning was reported as
a method to alleviate dissatisfaction with cD-workei.. The isolation
felt by many teachers due to the nature of tie job also needed to be
addressed.
Nationally, one of the areas of dissatisfaction among teachers
was with student discipline and respect.
dissatisfaction.

School 14 reflected this

It would appear that where the effectiveness of

administration arid communication, are weak, there might also bo a
weakness in student discipline.

This area may be addressed through

clear communication of expectations by the administration and teachers
and also by striving for a positive climate.
Understanding those factors which most affect teachers’
attitudes about professional growth and development was deemed
essential to finding ways to encourage growth.

The literature review

indicated that there has been a decline in professional development
credits earned by mature faculties since 1971.

Although there has been
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increased participation in workshops, the-e has been decreased
participation on curriculum committees and other committees.

There

also appears to have been a decline in opportunities for professional
growth.

Many researchers related these factors to increased

dissatisfaction with teaching.

Effective schools research cited a high

degree of professionalism and professional improvement of teachers as
keys to reforms in schools.

Teacher empowerment or professionalization

occurred when teachers' self-esteem was raised by boosting the status
of the professions, making teachers more knowledgeable and providing
teachers with access to decision making.

Clues gained from the

school organization can both influence teacher attitude and provide
motivation toward renewal and professional growth.
The results of the growth and professional development attitude
survey did not reflect the. negative trends indicated in the research.
Generally, teachers in these four schools exhibited strong positive
attitudes toward professional growth and development.

One area which

did reflect a national trend was the perception that others did not
care about their improvement of their teaching.
this subscale had a neutral rating.

In all of the schools

There was, however, variability

on two of the subscales which was much greater than on the other
subscales relating to teaching career potential.

This appeared to

reflect a greater degree of uncertainty about the potential of a
teaching career.
These less than positive perceptions might be related to a Lack
of firm administrative support for professional growth and development
or the lack of collegial participation in implementing improvements
which can occur in schools where communication channels are not as open.

185
It also may reflect the negative perception .of teaching and the
profession by the public in general.

All four schools might benefit

from a closer examination of these findings.
The data revealed an overall significant correlation between
climate and satisfaction.

Awareness of those climate factors which

serve as predictors of satisfaction can be of importance to schools
because attention to those key climate predictors can move the school
toward the overall goal of improvement of satisfaction and
productivity.

For instance, the climate, subscale Student Activities

(perceptions about opportunities for and actual participation of
students in school-sponsored activities) was a predictor of four
satisfaction variables: Curriculum and Job Tasks (teacher satisfaction
with school program and teacher workload); Co-workers (teacher
satisfaction with personal levels and professional characteristics of
behavior of colleagues); Parent

and

Community Involvement (teacher

satisfaction with levels of involvement and support provided by parents
and community members): and School Buildings. Supplies, and Maintenance
(teacher satisfaction with the quality and availability of supplies
and adequate maintenance of buildings and grounds).

Schools which

exhibited actively involved students and opportunities for involvement
would most likely have teachers satisfied with the other four areas.
In these schools one of the goals for improvement could address student
involvement.
Another climate factor, Student Academic Orientation (perceptions
about student concern for achievement and student attention to task),
was a predictor of three satisfaction variables: Student Responsibility
and Discipline (teacher satisfaction with student conduct and
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disciplinary practices at the school), Curriculum and Job Tasks
(teaches: satisfaction with school program and. the teacher workload),
anc! Parent and Community Involvement (teacher satisfaction with levels
of involvement and support provided by parents and community members).
If this area were perceived as positive then one would expect
satisfaction with the other three areas.
No significant climate predictors of the satisfaction variable
Opportunities for Advancement (through promotion or professional
development) were discovered.
Several significant, relationships at the p.<.05 level existed
between the subscales of climate, and satisfaction; however, some of
kx
these relationships did not seem to have a nigh degree of practical
application.

The schools in this study might pay particular attention

to those subscale relationships which retained higher levels of
significance after application, of stepwise multiple regression ana:!vs is
and to those which had. an r of .50 or higher.

Research showed that

any ot the ten climate factors may be addressed and improvement
obtained.• Applying this information to a school setting, some positive
results in satisfaction should be expected by focusing improvement
efforts on those climate areas which had an r of .50 or higher.
There was an overall positive.correlation (pc.OOl) between
growth and climate.

Several significant relationships at the p< ,05

level were identified between the subscales of growth and clit ate:
however, none of these relationships seemed to have had a high degree
of relationship for practical application.

One area which formed a

consistent: pattern of prediction with.' seven of the climate, variables
was the growth variable Role Performance Assessed by Others.

This
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factor measured teachers' agreement that improved teaching resulted
in positive responses by others.

Although the significant relationships

expressed by this growth variable did not appear to have a strong degree
of relationship based on r values, this area does seem to have some
significant predictive value for seven of the climate variables and
may warrant further exploration.
Several significant relationships were shown between
satisfaction and growth variables.
may warrant further attention.

Those with r values of .AO or above

The growth variable Role Performance

Assessed by Others was related to satisfaction variables Administration,
Opportunities for Advancement, and Communication and had r values of;
.42, ,46, and .40, respectively.

Although the correlation coefficients

do not represent a-high degree of relationship for practical
application, administrators concerned with professional growth of
their staffs might benefit by an understanding of the interrelationships
of tiiese factors.
This study suggests that growth is related to climate and
satisfaction.

While it is not clear from the data precisely how to get

one from the other, the general relationship is clear and consistent.

Limitations

1.

The statistical procedures utilized to treat the data
imposed some limitations on the research design.

Those

limitations were associated with the statistic and its
attendant assumptions.
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2.

The Teacher Professional Growth and Development Attitude
Scale was not nationally normed as were the school climate
and teacher satisfaction instruments.

This presented a

difficulty in providing comparable profile data.
3.

The Likert scale for the Teacher Professional Growth and
Development Attitude Scale was a four-part scale while
those for climate and satisfaction were six-part scales.
Adjustments made to accommodate the difference may have
in flu enced interpretafcion.

4.

The Teacher Professional Growth and Development Attitude
Scale was limited to eighteen items which identified the
subscales.

5.

Administration of the surveys in two of the schools
occurred after school, a factor which decreased sample
size in those schools because, some teachers were assigned
to activities; whether the group which completed the
instruments was representative of the total group can only
be speculated.

6.

This study was conducted with a limited geographical sample
and limited to the four sample schools.

7.

This sample was limited to only secondary teachers and did
not lend itself to generalizability.

Recomroendations
The recommendations were based on the data from this s t u d y as
well as the insights from the literature.

They are suggested for

additional research in the areas of school climate, teacher
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satisfaction., and professional growth and development attitudes.

Since

the correlations exist and since encouragement of growth attitudes is
desired, attention to climate and satisfaction is warranted.
1.

Secondary principals need to examine, the perceptions of
various groups (students, teachers, parents) of the
organizational climate of their schools.

Instruments such

as the NASSP School, Climate Survey were' designed to
conduct such an assessment.
2.

Secondary principals should examine the levels of
satisfaction of the teachers of their schools.

Instruments

such as the NASSP Teacher Satisfaction Survey were designed
to conduct such an assessment.
3.

Secondary principals should examine the professional growth
and development attitudes of their teachers.

Instruments

such as the Teacher Professional. Growth jmd Development
Attitude Sca1 e can faci1 i.tate this process.
A.

Schools interested in the organizational climate
perceptions, teacher satisfaction attitudes, and
professional growth and development attitudes should
conduct periodic studies of those variables in their
schools.

Knowledge obtained in this manner can guide

sta ff d eve1 opm ent. ac tiv ities .
5.

School districts should identify the attitudes, beliefs,
and values as well as the administrative skills needed to
develop positive school climates which, are productive and
satisfying, and then, employ principals who have these
attitudes, beliefs, values, and skills.
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6.

School districts should employ teachers who share the.
attitudes, beliefs, and values which are necessary for a
positive school climate.

7.

Districts should provide inservice, support, and trainin',
for their administrators and teachers to enhance their
professional growth and development.

8

. Principals need to be trained to provide participative
management, instructional, leadership, caring attitudes,
and supervision for growth of their professional staffs.

9.

Continued attention to and the refinement of the
Teacher Professional Growth and Development Attitude Scale
is recommended to gain more precise indicators of the
attitudes measured.

10.

Application of the effective schools principles such as
clear expectations, open communication, -teacher involvement
in.decision making, planning, curriculum development,
support of professional improvement, and collegial
interaction and sharing should be encouraged in the high
schools.

11.

Schools need to develop procedures that enable- problem
identification, problem solving, design, implementation,
and

12.

valuation of improvement efforts at the building level.

Teacher empowerment- or professionalization occurs at
schools where self-esteem of the teacher is raised bv
providing the means for making teachers more knowledgeable
with, a firm pedagogical base and by providing access to
decision making.

Secondary principals need to identify
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ways to empower their teachers.

Dissatisfaction may

result if teachers are not involved in decision making.
13.

This study should be replicated using larger samples and
different samples— particularly samples from larger urban
schools.

14.

Professional growth and development attitudes is an area
which warrants further research.

An instrument which can

more clearly define, this area should be developed.
15.

Additional research at all levels of school organization
(elementary, middle, and secondary) is needed to ascertain
differences and similarities which may require change.
District policies and procedures could then be developed
to facilitate those changes.

16.

The relationships between teacher perceptions of role
performance:as assessed bv others and climate factors
warrant further examination.

1.7.

School administrative programs might pay attention to the
factors studied and most specifically to the techniques
for measuring climate, satisfaction, and attitudes toward
growth.

18.

State agencies should encourage and support staff
development.

19.

Principals should seek ways to provide recognition for
teachers.

APPENDIX A
LETTER TO TEACHERS
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Dear Teachers:

"our feelings about your professional growth, your feelings of
satisfaction with your job, and your perceptions of your school's
climate are considered important information for creating s + ' . l i .
development programs and for improving the working environments of
your schools.
Your school has been selected by this researcher to participate in
a research project about chose topics.
The superintendent ha3
approved the project and your participation is voluntary.
Your
answers will be kept confidential.
Your name will not be used nor
will your school be identified by name or system.
Title of project:
The Relationships Among Satisfaction, School Organisational Climate, and
Professional Growth and Development Attitudes of High School Teachers.
Objectives of the project:
’"his research has fo sr objectives.
The first is to measure high
school teachers' professional growth and development attitudes.
The
second is to measure teachers' perceptions of school organizational
climate.
The third is to measure teachers' satisfaction with the job.
The fourth 1” to determine if relationships exist among these elements.

Project Direcror:
Sharon £. Kales
Department of Educational Administr-.l
University of North Dakota
Grand Forks, North Dakota

701-777-6365

l- !,;fi,pr
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(903) 777.7f,56

February 26, 19p8
Sharon E. Kabos
Department of Educational Administration
Box 8158 University Station
Grand Forks, North Dakota 58202
Dear Ms. Kabes,
In response to your request to use the Professional Growth
and Development Attitude Survey that I developed for rnv
dissertation research, permission is granted. No restriction
is placed on the use of the survey with the expectation that
appropriate credit is given to the author.
Best wishes on the progress of your research. I would be
very interested ir. the results of your approach and how the
two pieces of research compare.
If I can be of assistance to you, please contact me.
Sincerely,

/I o— ,
.iean M. Norman, Ed.D.
Coordinator of Training and Pub 1ica ions

JMN:sc
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TABLE

25

REGRESSION ANALYSIS FOR WITHIN CELL— CLIMATE INDEPENDENT
VA R rAB LK SATIS FACTION DEPENDENT VARIABLE (1-9)

Covariate

Beta

T-Value

Si,a. of T

Depende nt Variable Satisfaction 1
Climate
ClimaLc
Climat e
Climate
Climate
C 1 i.mate
C 1 ima te
Climate
Climate
Cli mate

1.
O

3
/
5
6

7
8

q
10

-. 04
-.05
.47

-.67
-. 69
6.24

.02

.21

.05
.07
. 15
.05
.09
.07

.68
1.01
2

. i1
.75

1 .20

1 .14

.504
.494
.0 0 0 ***
.832
.495
.314
.036*
.455
.231
.255

Depend e it Variab1e Satisfaction 2
CJimate
CLi male
C 1 imat e
Clima te
C.1ima te
Climate
C 1 ima t.e
C Jimn te
Cl Imate
Climate

1

3
q
5
6

7
r»
O
9
10

-.0 1

.28
-.04
.1 0
.16
-. 06
-.18
.04
.1 0
.04

-. 17
— .A A
i .14
1.87
-.67
-2 . 0 2
.47
.68

.46

.8 6 8
.0 0 2 **
.660
.257
.063
.503
.04 6 *
.640
.496
.644

Depend er t Variabie Satisfaction 3
Cl.imac e
CM imate
CM.imate
Cl Imate
Climate
C 1 imate
C 1 imate
Cl imate
C 1 ima te
Climate

1

3
q
5
6

7
S
o
1.0

-. 03
.16
.14
.08
.18
.04
-.07
-.07
.1 1
.01

-. 3!.
1.91.
1 .53
.94
1 .76
.26
-.76
.83
1.13
.1 1

.7.56
.057
,i26
.3 48
.081
.797
.446
.409
.916

TABLE

Covarlate

25—

Beta

Continued

T-Value

S ig. o f T

Dependent Variable Satisfaction 4
Climate
Climate
Climate
Climate
Climate
Climate
C1 imate
C 1 imat e
Climate
Climate

1
2
3
4
5

-.09
.05
.08
.27
.40

6

-.00

7

.08
-.05
. 15

8

9
10

-.0 1

-1.39
.79
L.04
3.78
5.7 1
-.04
1 .05
-.81
1.88
-.12

.168
.430
.301
.ooo***
.0 0 0 ***
.966
.295
.419
.062
.904

Dependent Variable Satisfaction 5
Climate
Climate
Climate
Climate
Climate
Climate
Climate
Climate
Climate
Climate

J
2
1
4
5
6

7
8

9
10

.iU
..!4
-.0 2
.2 0
-.10

-. 09
.0 1
.1 6
.18
. 19

i.80
1.60
-. 29
2.35
-1.18
- 1 .1 0
.09
2.04
2.0

2.4 4

.074
.095
.774
.0 2 0 *
.239
.273
.9 31
.043*
.047
.0.1.4

Depend cmi t Va r in b Le Satisfaction 8
Climate
Climate
Climate
Climate
Climate
Climate
Climate
C 1 imate
Climate
Climate

1
2
3
4
5

.27
-. 08
.05

6

.01

7

.14
.1.5
-.13
.24

8

9
10

.01

-.14

3.40
-.93
.51
.16
-1.60
.15
1.58
1 .92
-l.36
3.06

.0 0 1 ***
.355
.611
.874
. 1 I1
.883
.115
.056
. 174
.003***
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TABLE 25--Continued

Beta

Covariate

T-Value

Sifc. of T

Dope mien L Vn rinb 1e Satisfact ion 7
C 1.ima tc I
Climate ./.
Climate
Climate lx
Cli ma te 3
C.Lima te 6
Cl invi t.e
C .1ima te 8
C 1 ima Lc* 0
C 1 ima Le 1 0

.02

.0 b
.08
.3 1
.08
.03
.1 2
.35
-.18
.01

.37
.63
5. 15
-1.79
.1 2

.76 8
.311
.660
.0 0 0 ***
.268
.715
.10 3
.0 0 0 ***
.076
.908

.5 7
6.57
1 .78
!. 52
- -3 3
-.79
— .3 h
.6 7
-.62
2 .53

.569
.0 0 0 ***
.07 7
. 188
.7m 3
.3 30
.732
.502
.5 36
.01 3

-. 03
1
•<
L-1o/
3.39
.58

.953
.776
.0 0 0 ***
.960
.3 10
.023*
.230
.089
.265
.006**

.30
.83
.33
5.51
1.11
1

Do pend eiit Variable Satis!act Lon 8
C 1 imate
CI ima te
C'.linwi t.e
Clima to
Cl.imate
Climate
Cli mace
C 1 .1 ma te
Climat e
C 11T7><1 l V

.09
.3 9
.13
.1 0
-. 0 2
-. 06
-.03
.05
-.05
. i7

*>
3
3
6

7
8

9
10

Do pen c!eiit Variable Sat is f,iet ion 9
Clima to
C 1 ima te
Cl imate
Cli mate
C 1 imat e
Climate
C ,i ima te.
C 1 ima te
C.l ima to
C.1 incite

* d < .03

]
2
3
<U

-. 0 0
.0 2
.33
.03
.07
.!7
.09
.1 1
.09
.18

6

/
S
9
10

**p- . 0 1

*** d -'.0 0 1

1.02

3.30
1.20

i .71
1 .1 1
2.78
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TABLE

26

REGRESSION ANALYSIS FOR WITHIN CELL— GROWTH INDEPENDENT
VARIABLE CLIMATE DEPENDENT VARIABLE (1-10)

Cova r i.Jte

Beta

T-Value

Sip. of

Dependent Variable Climate 1
Growth
Growth
Growth
Growth
Growth
Growtli
Growtli
Growth
Growth

1.
2

3
4
5
6

7

.03
-. 08
.04
.19
.00

.03
.04

8

.01

9

-. 06

.71
-. 88
.04
.05
.06
.37
.1 2
-.62

.475
.361
.326
.048*
.9 6 2
.373
.716
.902
.534

.64
-. 1 1
1 .46
2.04
-1 .40
- .08
-i 19
1 .L1
.48

.523
.915
.147
.04 2*
.!63
.939
.236
.270
. 6 30

-.03
- 1 .:/!
1.27
2 .4y
1 .44
1 .60

.9 77
.1 36
.206
.017*
.151

2.00

Dependent Variable Cl iina te 2
Growth
Growth
Growth
Growth
Growth
Growtli
Growth
Growth
Growth

1
2

3
1
5

.06
-.0 1
.1 2
.2 0

-.13

6

-.0 1

7

-.11

8

.10

9

.04

Dependent Variable Climate 1
Growth
Growth
Growth
Growth
Growth
Growtli
Grow’th
Growth
Growth

]
2
3
4
3

8

-. 0 0
_ * 1k■
/+
.
.1 0
.2 0
.i3
. i3
.1 1
-. 0 2

9

.01

6

7

1.22

?G
.12

.112

.2 2 1
.77 '*i
.90 7
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TABLE 26--Continued

Covaria te

Depen de nt .

Beta

V a r tabi e

Climate

T-Value

Sig. of T

A

Growth

)

.0 6

.72

Growth

2

-.28

-3.22

Growth

3

.13

1.70

.092
.02 3*

.A 70
.002**

Growth

A

.20

2.30

Growth

5

.06

.69

.A 9 A

Growth

6

. 13

1 .88

.062

Growth

7

. 19

2.19

.0 3 0 *

G r o w Mi

8

.08

.98

. 325

Growth

9

-.06

-.70

.A 8 8

D e p e n d o n t: V a r J.ib j e C 1 jm a t e
Growth

J

.23

Growth

2

Growth

3

-. 98
.06

Growth
Growth

A
3

5
2.76
-A . 32
. 76

a .7-J

5.8A

-.23

- 2 . 6A

.006**
.000***
.A 4 7
.000***
.009**

Growth

6

. 10

1 .2 A

Growth

7

.07

. 70

.2 1 5
.A A 9

Growth

8

.09

1.13

.2 6 0

Growth

9

-.20

-1.62

. 107

i .26

.209

Dependent

Vartable

Climate

6

Growth

1

.ii

Growth

2

.01

. 10

.921

Growth

J

.09

1 .07

.7 8 ?

Growth

A

. 15

1 .57

.118

Growth

5

-. 12

Growtii

6

-.01
1t
7
•I

.908
.()/xa ^

Cfr o w t ii i

-.10

-i .10

Growth

8

-.06

-.70

.A 8 6

Growth

9

-. 01

-.16

.871

2.03

.?

•

0
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TABLE

Dependent
Growth
Growth
Growth

3
4
5

Growth
Growth

6
7

Growth
Growth

Climate

Sig.

of

7

-.04

-.53

.597

-.12

-1.39
2.91

.167
.

001***

3.38

.

001***

.23
. 31
-.10

-1.12

17
.07

2.20
. 81

030*
.421

8

-.06

-.68

.496

9

-.13

-] .52

.130

1.58
-.1.42
-.7 7

.157
.444

Dependent
Growth

1

Growth
Growth
Growth

2
3
4

Growth
Growth
Growth
Growth
Growth

5
o
7
8
9

Dependent
Growth

1

Growth

2

Growth 8
Growth 4
Growth 5
Growth

Variable

1.
2

Growth
Growth

T-Value

Beta

C o v a r iu te

26- - C o n t i n u e d

6

Growth 7
Growth 8
Growtii 9

.

Variable

Climate
.

- .

14
13
06

Climate
.

16

-.15
..! 1
. 30
.04
.09
-.06

.

8

.07
.16
.06
-.02
.06
. 04
V a r iable

.260

.

75

1- 7
"7
/ /

i.

.

66

.

.

115

453

.079
. 5 08

-.18
. 70

.856

.39

.695

.480

9
1.87
- i . 68
1 .4 3
3.3.1
.48
1.14

-. 05

-.71
-. 55

.08

.90

.

063

09 3
.155
.001***
.632
. 257
.

. 478
. 5 80
. 168
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TABLE 26— Contirnieci

Covariate

Dependent

Beta

Variable

Climate

rJ’- V a l u e

Si.g.

JO

Growth

1

.06

.63

. 533

Growth

2

.09

.93

. 3 56

Growth

3

-.11

-1.29

.201

Growth

4

.02

.37

.861

Growth

5

.09

.9!

.359

Growth

6

. .11

J . 35

.179

Growth

7

-.71

Growth

8

.07

.77

.4 79
.441

Growth

9

. 12

1.37

. 172

*p<.05

-.07

**p<.01

***p<.001

of
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TABLE

27

REGRESSION ANALYSIS FOR WITHIN CELL— GROWTH INDEPENDENT
VARIABLE SATISFACTION DKPENDENT VARIABLE (1-9)

Coy hrlate

Beta

T-Value

S ig . o 1

Dependent Variable Satisfaction 1
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth

!
2
3
4
5
6

7
S
9

- . 03

-.35

-..LA
. 17
.38
.05
.03
.08
.07
. 0A

-1 . 0 2
2.26
3 . 86
.68

.27
. 63
.83
.42

.729
.311
.025*
. 0 0 0 *.499
.787
- 530
.408
.677

Dependent Var1able Sa tisfact ion 2
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth

L
2
3
4
5

- .

6

-.0 1

- . 08

7
S
9

.00

.00

.25

3 . 08
-1.28

. 12

.04
.03
-i ...)1
X

1.49
.42
.43
2.27

0A

11

. 138

.683
. 670

.025*
.63 1
.936
. D93
. 0 0 2 **
.203

Dependent Variable Satisfaction 3
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth

l
2
3
A
5
6

7
8

9

. 10

1.36

-.06
.06
.30
.17
.0 A
.1 2
.16
— * lb

- . 70
. 77

3.60
1.05
.60
i.A 1
2.17
-2 .1.0

.17 5
.486
u4
.0 0 0 **
.042*
.552
.161
.032*
.037*

206

T A B L E 2 7 — Co n t i n u e d

Co variate

Beta

T-Vn hie

Sip,, of T

2.8A
-A. 1A
.37
3.76
-.95
].80
2.3 A
1 .77

.0 1 2 *
.0 0 0 ***
.714
.0 0 0 ***
.342
.074
.0 2 1 *
.079
.069

Growth
Growth
Growt li
Growth
■Growth
Growth
Growth
Growth
Growth

6

.2 0
-.33
.03
.32
-.07
.]A

7

.20

1

•)
i
A
r>
s

8

o

.IA
-.26

i
i
—■
Xv.
a3

Dependent Variable Satisfaction A

Depend*?nt Variable Satisfaction 3
Growth
Growth
Growth
G rowth
Growth
Growth
Growth
Growth
Growth

1
2

3
A
5
6

7
Q
o
9

.J5
.16
-.07
.11
.1 A

-.07
.18
.14
-.06

.81
1.32
-.91
1

1.22

i.67
-. 1 0
2.01

1.73
-.69

.073
. 188
. 367
.225
.096
.923
.04 7*
.085
.490

Dependent Variable Satisfaction 6
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth

1

>
A
r
j
(>
/
•*?

8
0

-.03
.04
-.03
.03
.09
.07
.06
.01

.06

-. 3 3
-.A]
.28
.96
.80
•5 /
.1 3
.63

.738
.6 /4
.683
.733
.337
.A?7
.576
.6 9 9
.542
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T A B L E 2 7 — Continued

Beta

(joyin' i.ate

T-Value

Sii'. of

Dependent Variable Satisfaction 7
Growth
Growth
Growt h
Growth
Growth
Growth
Growth
Growth
Growth

1
2
3
4
5
6
7
8
9

.93
-.05
.04
. 11
-.04
. 11
%2 2
.27
-.14

. 31
-.59
.49
1 .24
-.65
J .34
2.40
3.26
-1.63

• 7 35
. 555
.623
.216
. 519
. J83
.0J 7*
.001**
.095

Dependent Variable Satisfaction 8
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth

1
2
3
4
5
6
7
8
9

.05
-.05
-. 00
.12
.07
. i1
.06
. 15
-.04

.57
-. 56
-. 02
1.28
.80
] .29
. 66
I .78
-.28

. 57 3
.37 7
.984
.200
.427
.198
.507
.077
777

Dependent Variable Satisfaction 9
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth
Growth

*p , 0 3

. 1i
-.11
.02
2-J
5
•t
.07
. 13
.03
. 13
.06

i
2
3
4
3
6
7
8
9

* * p > . 01

***»> - .00 i

i . 30
-1.22
.29
2.83
•/ 2
1 . 66
)7
1.57
. / j

. 195
.22 3
• it.)
. 005**
..C/4Pj
. yA
. 0 9 11
. 7 j2
.118
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TEACHER PROl'ESSl ONAl. ( KOWTH AND DEVELOPMENT AlT H U O f

'

CALK

Directions: Circle the number that best. detJcr l.bes vour ngr cement with
the foil owl M r statements .■

S tr o n g ly
Agree
!.

2

.

3.

Being a teacher makes me fee]
good .

Disagree

2

3

u

7

J

J

u

]

2

7
-V

Lt
A

1

l feel Rood when I help
someone learn.

Teaching is a good career
have.

Af*rec?

to

•t.

Teaching is chal !engine, to me.

1
X

7L;
d

}■

3.

I feel encouraged no do a
better job when I learn
something new about teaching.

I

2

J

There will always be job
opportunities for good teachers.

1i

7

>>.
',

I have better response-..from-rny
students as I improve my
tet ch Lag.

1

7

3

I receive recognition from the
community as I improve mv
teaching.

1

7

.)

6.

7.

8.

9.

My " ilores to improve mv
teaching are appreciated.

10.

12

.

1

It makes no difference to
anyone what kind of teacher

L an.
i1 .

Strong] y
illfi.lf!

i

I will receive recognit ion from
my fellow teachers a s I improvo
my teach!ng.
To be ?i good teach* •r. I try to
.1 e.,irn as much as 1 can
: te ■ich jn g .

1

f
‘
4

f.
■:*
4

f
-i
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Strongly

13.

14.

I should participate in school
activities intended to improve
my teaching.

Strong!y

Agree

Agree

Disagree

Disagree

J.

2

3

4

Being a teacher means working
with young people.

2

4

15.

Teaching is a dynamic activity.

.1

2

3

4

16.

My teaching assignments
improve as I improve my
teaching abilities.

1

2

3

a

The only person who worries
about me improving as a teacher
is me.

1

2

3

ef

Teaching requires capable,
people to work with the youth
of today.

1

n
z.

3

4

17.

18.
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